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ABSTRACT 
This thesis presents a semester-long syllabus with 
sample materials for a lecture comprehension and note-taking 
class for advanced ESL students in a university setting. 
The syllabus presupposes a high level of grammatical 
competence on the part of the students, taking for granted 
that it is not on the level of lexical or sentential 
comprehension that the student has difficulty. Rather, 
problems are assumed to stem from insufficient tiu? of 
processing due to lack of familiarity with the language 
and the assumptions concerning lecture discourse in that 
language. Background information is cited regarding 
research in connected discourse processing, the effect of 
culture on that processing, lecture discourse analyses, 
and lecture comprehension and note-taking pedagogy and 
skill needs. A needs analysis concerning the listening 
comprehension, note-taking, and production requirements of 
university students is presented and discussed. 
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CHAPTER I 
INTRODUCTION 
Konnative speakers of English coming to Engl~sn speakir.~ 
countries for university study are often unprepared for the 
different levels of aural skill demanded of then. '.-lost 
probably, they have not been exposed to large amounts of 
English native speaker speech spoken at different speeds, in 
different registers, in different dialects, in different 
contexts. One of these varieties of native speaker speech 
that is especially essential to these students is lecture 
discourse. Not only does the vocabulary and syntax of 
academic discourse differ from conversational discourse, but 
in addition, the language is presented in a context allowing 
little root; for listener input (e.g. directing the topic, 
requesting clarification). The addressee in a lecture 
discourse situation cannot always be satisfied with setting 
the 'gist' of the talk; rather, s/he will often be held 
responsible for specific details or ideas. At the same time 
tha: the addressee in a lecture discourse situation is 
listening and processing the content, s!he is often required 
or feels required to take notes, thereby dividing attention 
and processing time even further. In order to address these 
needs, many ?re-university ESL programs have instituted 
courses in advanced listening comprehension wirh a focus on 
lecture comprehension and note-taking. 
- 
-he c u r r i c u l . m ,  sequencing, and m a t e r i a l s  of t h e s e  
advanced l i s t e n i n g  comprehension courses ,  however, a r e  
o f t e n  vague and haphazard. Rather than teach l i s t e n i n g ,  
t eachers  o f t en  end up t e s t i n g  t h e i r  s tuden t s  and g iv ing  them 
p r a c t i c e  i n  l i s t e n i n g .  P a r t  of t h e  problem stems from a 
lack  of knowledge of what t h e  l i s t e n i n g  s k i l l  e n t a i l s .  
'What i s  l ea rned  when we l e a r n  a fo re ign  language? '  
This i s  a c r u c i a l  ques t ion  f o r  u n t i l  we know what 
we a r e  teaching we w i l l  no t  r e a l l y  know how b e s t  
7t o  teach i t .  I n  some sense ,  t he  answer i s  obvious;  
we l e a r n  r ead ing ,  w r i t i n g ,  speaking,  morphology. 
But we want a d i f f e r e n t  kind of answer, n o t  a 
taxonomy of language; i n s t e a d ,  we seek an i d e n t i f i -  
ca t ion  of t h e  s k i l l s ,  c a p a b i l i t i e s ,  and behaviors 
a l e a r n e r  comes t o  have. (Melvin and Rivers 1976:73) 
In  o rde r  t o  know - how t o  teach leccure  comprehension and 
no te- tak ing  t o  ESL s t u d e n t s ,  we must f i r s t  be c l e a r  on 
what -we a r e  teach ing .  
In  t he  f i e l d  of ESL, focus i s  moving from the  development 
of l i n g u i s t i c  competence towards t h e  develoyrient of communi- 
c a t i v e  competence. Hymes ( 1 9 6 6 )  claims t h a t  language,  i n  
add i t i on  t o  cons i s t i ng  of r u l e s  r e l a t i n g  r e f e r e n t i a l  meaning 
t o  sound, a l s o  inc ludes  e x t r a l i n g u i s t i c  assumptions about 
- -  
r o l e s ,  s i t u a t i o n s ,  c u l t u r a l  norms and v a l u e s ,  l e x i c a l  
connocacions and a s s o c i a t i o n s ,  e t c .  if l i n g u i s t i c  competence 
i n  =he Chonskyan sense of being a t a c i t  knowledge of language 
s t r u c t u r e )  were t h e  only c r i t e r i o n  f o r  e f f e c t i v e  comprehension, 
t h e r e  would be no reason t o  spec i fy  varying demands i n  d i f f e r -  
en t  s i t u a t i o n s .  Yet. i t  can be de~ ions t r a i ed  t h a t  t h e  
i n t e r o r e r i v e  value of t h e  same u t t e r a n c e  v a r i e s  according t o  
the situation. intersretins language in a face-to-face 
encounter with a close friend, in a face-to-face business 
encounter, or in a viewer-television announcer siz~~atic~ 
requires the sane degree of gramacical competence. The 
interpreter nr.isr be able to transform the string of sounds 
into meaningful words. However, the same question, "How 
are you?" spoken in each of chese situations will be inser- 
preted and reacted to differently. A close friend asking 
the question night sincerely want to know how his/her friend 
.c 
-eels; a business acquaintance asking the .question certainly 
expects a mediocre to positive reply and is only asking the 
question to fulfill the role of polite partner in an inter- 
personal exchange; the television announcer asking the quescior- 
to the audience certainly expects no answer at all. 
Another factor demonstrating the insufficiency of 
solely linguistic training is given by Rivers (1966:198) 
when she talks about a level in the listening comprehension 
skill in which the learner "may recognize the essentials of 
the message, but not be able to remember what he has rec2=- a 
- - 
nized." The grammatical competence is there, bur some elemer.t-- 
time of processing? memory? differen': non-auditory backgroÂ¥^;-. 
- .  inZomation?--is interier~ng wish lasting or functicnai 
comprehension. 
What sets the lecture comprehension and note-taking 
skill apart from listening comprehension of a more general 
. . 
nature? Candlin (1978:l) claims that "access to underscanclng 
4 
,- 
varies across discourse ty?es." Ii; all listening situations, 
the listener must make judgments about the speaker's emphasis, 
eliminating utterances of a tangential nature. In many 
general listening situations, however, the listener has the 
option of asking for clarification. The speaker has the option 
of asking or testing whether slhe is being understood. In a 
lecture situation, this two way clarification process is not 
available to the same degree. The lecturer must, through 
lexical, syntactic, and paralinguistic means, make clear to 
the listener what slhe is trying to emphasize. The listener 
must 'read' these signals correctly and attend to those 
emphasized items and ideas. The student who treats each 
linguistic item equally may not, upon leaving the lecture 
hall, be able to answer the question "what was the lecturer 
trying to say?". Moreover, the same student treating each 
linguistic item equally would not be able to take useful 
notes, lacking the ability to decide inmediately what to 
write down and how to organize it. 
Noise (language uncleamess, mechanical failures, 
outside noise, listener inattention, etc.), in all listening 
situations, masks some portion of the incoming language. Yet, 
srz~cient listeners still interpret the message correctly. 
Prediction occurs on the lexical as well as the discourse 
level. The listener hearing - the can reasonably predicc that 
a noun phrase will follow. A listener hearing a narrative 
can reasonably- predict that the speaker will describe a 
seating near the beginning of his/her talk (Van Dijk lS77b: 
153-4). Or. the lexical level, Fredictive ability can be 
. . 
sssuraec TO be equal across discourse sypes. Cri the c:scourse 
level, however, each discourse type has its own expected 
organizaticn, an organization which might very well vary 
across cultural boundaries (Candlin 1978). Therefore, 
another aspect of achieving interpretive competence (the 
listening segment of comunicative competence) in an academic 
lecture situation would be achieving an ability to predict 
the speaker's train of thoughts and organizational plan. 
In any listening situation, the listener is expected to 
play an active role, making appropriate inductions and 
deductions. Here, again, the student needs to be aware of 
the specific organization of lecture discourse. The lecturer 
expects the listener to follow hislher train of thought and 
to follow the same rules of interpreting as s/he would. If 
a lecturer began by giving examples of problems withou: 
solutions, the listener can be assumed to know chat the 
lecturer will at some point tie together the seeaingly 
~. 
unrelated examples into one conclusion. The lecturer is 
assuming chat cne listener is making inductions as s/he 
. . liscens. Not only, then, does the listener nave co prec-c: 
F. -dLure -., organizational patterns but the listener also has 
to interpret previous discourse in a way appropriate to the 
seeing. A major quesiion of direct relevance to the ESL 
studen= listening to a lecture is asked by G.umperz (1977), 
"How can we be certain that our interpretation of what 
activity is being signalled is the same as the activity 
that the interlocutor has in mind, if our communicative 
backgrounds are not identical?" 
Most often, listening in an academic lecture 
environment goes hand in hand with another skill, that of 
note-taking. Note-taking presupposes interpretive compe- 
tence on the part of the listener. Note-taking takes up 
even more of the time ordinarily used for processing and so 
further stresses the need for predicting, synthesizing, 
eliminating, and utilizing cues of emphasis. In addition, 
the process of note-taking requires that the note-taker 
make immediate judgments as to the relative value of an 
utterance within the lecture. Part of interpretive compe- 
tence in an academic lecture environment is the ability to 
evaluate the importance of an utterance for subsequent 
retention or noting. A syllabus for a lecture comprehension 
and note-taking course, therefore, needs to focus on note- 
taking as a by-product of achieving interpretive competence 
and also as a manifestation of interpretive competence. 
This thesis, then, is an attempt at providing a semestar- 
long syllabus and materials for a lecture comprehension and 
note-taking class for advanced ESL students in a university 
setting. The syllabus presupposes a high level of grammatical 
competence on the part of the students, taking for granted 
that it is not on the level of lexical or sentential 
-
comprehension that the student has difficulty. Rather, 
problems are assumed to stem from insufficient time of 
processing due to lack of familiarity with the language and 
the assumptions concerning discourse in that language. A 
course which focusses on the specific skills required in 
an academic lecture environment would not necessarily be 
directly transferrable to a general listening situation. 
The skills and strategies may be the same but the realizations 
in terms of language may be different. The proposed syllabus 
and materials will focus in particular on the skills of 
(1) predicting speaker train of thought and organizational 
.Â£ . -  patterns, (2) synthesizing previous information and fui- ling 
the speaker's expectations of the listener's cocpetence in 
terms of making appropriate deductions and inductions, 
(3) eliminating words and phrases that are redundant or 
tangential to the speaker's essential message, (4) utilizing 
lexical, syntactic, and paralinguistic cues given by the 
speaker to highlight important information, and (5) evaluating 
the relative importance of utterances for retention or note- 
taking. All of these skills may be based on patterns different 
from the listener's native language expectations. 
Chapter two of the thesis will describe research related 
to the area of lecture comprehension and note-taking from 
four different perspectives: (1) from a skill-based perspective 
for the native speaker (NS) and nonnative speaker (XNS)--what 
skills are involved in lecture comprehension and note-taking?; 
8 
.- 
(2) from a psycholinguistic perspective--how does research in 
connected discourse processing relate to lecture comprehension? 
what effect does culture have on this processing? what role 
does short-term memory play in NNS lecture comprehension and 
note-taking?; (3) from a discourse analysis perspective-- 
what takes place during lecture discourse in terms of cues 
and organizational patterns? do NKSs have different expect- 
ations?; (4) from a pedagogical perspective~how can advanced 
lecture comprehension and note-taking be taught? 
Chapter three of the thesis will describe a needs 
analysis concerned with the listening and note-taking needs 
of undergraduate and graduate students. Analysis is based on 
the students' perceptions, faculty perceptions, course 
requirements, and department statistics. In addition, the 
pedagogical implications of these analyses will be discussed. 
Lastly, chapter four will focus on individual aspects of the 
proposed syllabus and present materials and methodological 
suggestions. 
-- 
CHAPTER 11 
RESEARCH 113 THE AREA OF LECTURE 
COMPREHENSION AHD NOTE-TAKING 
A. Skills Involved in Lecture Comprehension and Note- 
taking by Native and Nonnative Speakers 
All attempts at trying to enumerate the skills involved 
in NS listening comprehension have dealt with at least two 
skills called by Brown and Carlson (1953) "receptive 
listening" and "reflective listening." Receptive listening 
focusses on the information content of the message such as 
the ability to keep related details in mind; reflective 
listening focusses on the inferential and thought processes 
involved in interpreting a message such as the ability to 
recognize relationships between main ideas and subordinate 
ideas, and the ability to recognize organizational elements. 
The generality of such a distinction becomes clear 
when we look at a list composed by Rankin (in Duker 1966: 
25-6) on the abilities possessed by a good listener: 
I. Ability -to hear 
11. Strong purpose to listen in a wide variety of 
listening situations 
7 -  J . ~ I .  Important abilities common to most listening 
situations 
A. Ability to recognize many words the 
moment they are heard 
B. Ability to acquire new words 
C. Ability to understand readily the meaning 
of sentences even though they are more or 
less complex and involved 
D. Ability to understand and aporeciate the 
thoughts, sentiments, and ideals presented 
in relatively long units of oral expression. 
It will include the ability: 
l) to concentrate attention on the 
material being presented 
2) to anticipate the sequence of ideas 
3) to associate ideas accurately 
4) to recall related experience 
5) to recognize the important elements 
6) to derive meaning from the context 
E. Ability to recognize and interpret what may 
be called oral punctuation--the system of 
voice inflections and pauses which are so 
useful in facilitating the conveyance of 
meaning by word of mouth 
F. Ability to utilize in the process of building 
up meaning, the vocal adjustments and facial 
and bodily expressions of the speaker 
IV. Specific abilities appropriate to specific listening 
situations 
A. Ability to analyze or select meanings 
1) to select important points 
2) to get the facts accurately 
3) to secure answers to questions 
4) to obtain materials on a given problem 
5) to determine the essential conditions 
of a problem 
6) to follow directions 
B. Ability to associate and organize meanings 
1) to grasp the speaker ' s organization 
2) to associate what is heard with 
previous experience s 
3) to prepare an outline or suuunary 
C. Ability to evaluate meanings 
1) ta appraise the value 0: significance 
of statements 
2) to compare statements heard with items 
-. from other sources 
3) to weigh evidence critically 
4) to interpret critically 
D. Ability to retain meaning 
1) to reproduce to others 
V. Ability to select, in a given lis~ening situation, 
the specific listening mode which is appropriate to 
the situation 
Xerschenhorn (1979:67-8) goes into more detail than 
Rankin concerning what the listener has to listen for Ln the 
phonological, syntactic, and semantic code: 
I. The phonological code 
A. phonemes 
B .  rhythm 
C. scress 
D. intonation patterns and emotiozal overcones 
E. sandhi-variation (including reflections of 
regional, social, and dialectical variations) 
11. The syntactic code 
A. word classes (including affixes and exceptions) 
B. word order (including stylistic variations) 
C. interrelationship of words (including stylistic 
variations) 
111. The semantic code 
A. word meaning (incl~~ng variations within the 
context) 
B. connotation (culture-tied and often dependent 
on region as well as individual speaker) 
C. culture (national, regional, ethnic) 
D. idioms, expletives, cliches, colloquialisms 
E. false starts, pauses, fillers (redundancies) 
Herschenhom, however, seems to omit the paralinguistic 
aspect of listening which Rankin does focus on in I11 E 
and I11 F of hLs list. 
Although Rankin goes into detail about the receptive 
asDect of listening, he seems to glance over the reflective 
aspect. He does include an ability to evaluate meanings and 
an ability to associate and organize meanings (IV B and IV C) 
and the zbility to anticipate sequences of ideas (IT1 D 2) 
and the ability <o recall related experiences (I11 D & ) .  
However, he seems to overlook zuch of the active 1istenLng 
role of inferencing and interpreting. 
Fessenden (in hker 1966:30-3) talks about levels of 
listening and seems to focus more clearly on the interpretive 
role of the listener. He makes it clear that even in a single 
minure, one might run through all seven of the levels he 
I suggests. The teacning of l i s t en ing ,  t o  Fessenden, should 1 
encourage var ia t ion  i n  l eve l ,  f l e x i b i l i t y  i n  sh i f t i ng  l eve l s ,  
ana the choice of the most appropriate level  fo r  the spec i f i c  
I 
I occasion. Fessenden's levels  are  as follows:.  
Level 1: i s o l a t e  sounds, ideas,  arguments, f a c t s ,  
o rgan~za t ion ,  and the  like--no evaluation 
or  analysis--implies recognition of the 
presence of spec i f i c  independent ideas 
Level 2 :  iden t i f  o r  give meaning to  those aspects + w IC we have i so la ted  
Level 3 :  in tegra te  what we hear with pas t  experience I -
Level 4:  ins  e c t  the  new, and the  general configuration 
&new and old data (begin t o  evaluate) 1 
Level 5:  i n t e r v e t  what we hear--we become not  only 
concerned with the idea and i t s  r e l a t i on  t o  
other ideas we already possess but a lso  
with the  possible subt le  implications of 
the idea. Appraise both process and content.  
Level 6 :  in te rpo la te  coments and statements t ha t  we 
hear (suppry i n  pa r t  t ha t  which lec tu re r  
- -  . 
doesn't  provide-:add, i n s e r t ,  guess a t  meaning 
behind and between the  sound waves, predic t  
the speaker 's  path) 
Level 7 :  in t ros  e c t  as well as  l i s t e n .  Note e f f ec t  of 
*. wor s on l s t ener  ( fee l ing of being pressures, 
- 
enter ta ined,  e t c . )  
-. 
From levels  f i ve  t o  seven, the  l i s t e n e r  i s  faced with the 
task of detecting implications and makhg inferences.  
I Inferencing i s  the  process by which we take what i s  exp l i c i t l y  I 
s ta ted  i n  the  t e x t ,  apply our world knowledge t o  i t ,  and 
Zinally , come up with meaning. Warren, Nicholas, and Trabasso i 
I (1979:27) attempt t o  break down the inferencing s k i l l  i n to  I 
three main inference types: 
A. Logical inference 
1. motivation 
2. psychological causative 
3. physical causative 
4. enablement 
B. informational inferences 
1. pronominal 
2. referential 
3. spatiotemporal 
4. world frame 
5. elaborative 
C. Value inferences 
1. evaluative 
Logical inferences deal with the questions "why" or "how" 
and involve the causes, motivations, and conditions which 
allow events to occur. Infornational inferences deal with 
the questions "who", "what", "when", and "where" and involve 
the people, instruments, time, place, objects, and contexts 
of events. Value inferences involve che listener's world 
knowledge about the objects, actions, and events in the 
text. 
Listening, then, involves the following: 
(1) facility with the phonemic, syntactic, semantic, 
arid paralinguistic coding of the language involved. 
,- 
(2) motivation and the interest of the listener in 
attending to what is being presented. 
(3) logic on the part of the listener in associating 
ideas to one another and grasping the speaker's organizatLon. 
(4) evaluation and judgment on the listener's pErt in 
deciding what the speaker is emphasizing and what is worzhy. 
(5) a menory component, taking for granted that the 
listener can retain, either in memory or through notes, 
what has been presented. 
(6) an active inferential comDonent where the listener 
is listening beyond the words being spoken. 
For the NNS, there are obvious things to be learned. 
Rivers (1962) discusses three overall stages in NNS listening 
comprehension. At first, the foreign language strilles the 
NIJSts ears as a stream of undifferentiated noise. Gradually, 
the NNS notices some order and begins to perceive patterns. 
Later, the NNS recognizes familiar elements in the mass of 
speech but is unable to recognize the interrelationships 
within the whole strean of sound. Gradually, the NNS begins 
to recognize the crccial elements which determine the message. 
At a later stage, the N W  may recognize the message but still 
not be able to remember what s/he has zecognized. 
Rivers' analysis, however, is not complete in that it 
does not take us from the third stage to couqlete inteqretive 
competence. As she does point out, the NXS must learn a new 
set of phonemic,-syntactic, and paralinguistic codes for the 
foreign language. Because the cues of emphasis and de-emphasis 
may diZÂ£e from cues fam515ar in the NNS's native zongue, the 
XNS may have difficulty judging the relative importance of 
information. Rivers also points out that memory plays a role 
in tmS difficulty in listenixg comprehension. Lado (19651, 
too, has shown :hat short-term memory in a foreign language 
has a much smaller capacity than memory in the native language. 
This is a problem because the NNS may not be able to keep an 
item in memory storage long enough co make the appropriate 
associations and retroactive inferences. Xivers, however, 
does not consider the stage in which the discourse style of 
the Â£ore$ language and the background expectations of the 
foreign language inhibit the NNS from full interpretive 
competence. Because the discourse style and organization 
principles may differ from the hTS's native language expect- 
ations, s/he may have difficulty in grasping the speaker's 
organization and plan of presentation. Because the ability 
to make inferences may require cultural background knowledge 
that the NNS may not have experienced along with expectations 
of discourse patterns, the NNS is again at a disadvantage. 
Rankin (in Duker 1966:26), in his list, includes in 
the abLlities possessed by a good listener "the ability 
to prepare an outline or summry'' and "the ability to 
reproduce meaning to others." As menzioned before, this 
note-taking or reproducing ability presupposes a high level 
of interpretive-competence. Cartley and Davies (1978:219) 
describe three steps involved in note-taking: 
(1) identifying and discriminating between elements 
(2)  identifying and discriminating between relation- 
ships between the elements 
(3 )  identifying the organizing principles 
It becomes obvious, however, that "identifying" and 
"discriminating" are not -the only factors involved in note- 
ta~ing when Hartley and Davies descrcbe in more detail the 
1 
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process by which successful notes are taken: 
(1) the note-taker organizes note-taking in such 
a way as to ensure that the notes reflect either 
the framework employed by the teacher or a frame- 
work meaningful to the learner. 
(2) the note-taker adds any necessary details as 
examples to the framework rather than records them 
as isolated elements in the notes. 
(3) the note-taker adds to the teacher's details 
and examples any additional ideas which give 
personal meaning and insight to the material. 
The note-taker's job, then, is not only to receive the 
input from the speaker's side, but also to add his/hey 
background knowledge and interpretation to that input. 
As with the skills of listening, the NNS is clearly 
at a disadvantage. While the NS is allowed the freedom to 
organize notes reflecting either the teacher's framework or 
- 
a framework that is meaningful to the learner, the NNS may 
misinterpret the teacher's framework by imposing a foreign 
language and foreign background interpretation. The NNS may 
interpret emphasis where no such emphasis was intended, 
relationships where no such relationship was intended. There 
I I can be no doubt that notes written in a framework meaningful 
- - 
to the learner" are essential, but with the NNS, care must be 
taken to ensure that this framework still reflects the 
speaker's intention. Hartley and Davies' next two aspects of 
the process of note-taking are as applicable to the NNS as to 
the NS. The NNS , too, must add necessary details as examples 
to the framework and not as isolated elements. The WS , too, 
must add to the speaker's ideas that which adds personal 
meaning and insight to the material. Again, however, the 
NNS must be aware that cultural background and associations 
may not be relevant in a foreign language situation, and 
that in fact, these associations may be misleading. 
B. Cognitive Factors Involved in Lecture Comprehension and 
Note-taking and the Influence of Culture on Tnese Cognitive 
Factork 
Much research has been done to answer the question, 
"What goes on in the listener's mind as s/he processes 
connected discourse for retention?" m e  of the first 
researchers to deal with this question was Bartlett (1932). 
He felt that researchers had to account for the fact that 
when a passage was reczlled, it was not reproduced exactly 
but was rather reconstructed in the light of a person's 
"schema" at the time of recall. This concept of listening 
as being a process of reconstruction bzsed on the listener's 
own expectations and analysis and requiring the listener's 
-- 
own inferences has .resulted in what ma'y most generally be 
called "schema theory.'' Adams and Collins (1979:3) describe 
schemz theory : 
A fundamental assumption of schema-theoretic 
approaches to language comprehension is that 
spoken or wricten text does not in itself carry 
meaning. Rathez, a text only provides directions 
for listeners or readers as to how they should 
retrieve or construct the intended meaning f r ~ m  
their own, previously acquired knowledge. The words 
of a text evoke in the reader associated concepts, 
their past interrelationships and their potential 
interyelationships. The organization of the text 
helps the reader to select among these conceptual 
complexes. The goal of schema theory is to specify 
the interface becween the reader and the text-- 
to specify how the reader's knowledge interacts 
with and shapes the information on the page and to 
specify how that knowledge must be organized to 
support the interaction. 
One type of schema research in Van Dijk's (1977a. 
1977b) theory of macro-structures. Van Dijk suggests 
that information processing involves the retrieval of 
the macro-structures of the discourse. (These macro- 
structures may be more commonly regarded as "topic" or 
"theme". ) According to Van Dijk, a complete discourse 
comprehension model would activate knowledge of frames 
(units or concepts that are typically related), knowledge 
of super-structures (the functive use of the discourse e.g. 
narrative, argument, advertisement), inferences based on 
frames and super-structures, application of macro-rules (of 
generalization of information, deletion of information, 
integration of information, and construction of information) 
to deciuce the macro-structure of the discourse. 
As 5annen (1979:138) says, "terms such as 'frames', 
'schema!, 'scripts' . . .  all amount to structures of expecta- 
cions . . .  based on one's experience of the world Ln a given 
culture, one organizes knowledge about the world and uses this I 
knowledge to predict interprecattons and relationships re- 
garding new information, events, and experiences ." Examples 
. I 
of frames are "how people look and behave'' or "what the 1 
geography of the world is." In an "eating in a res:aurant" 
frame in herican culture, there would be subsets including 
,, 8 %  eating in an eqensive restaurant" and "eating in a diner. 
Further along in the hierarchy of information of the frame 
,, eating in a diner" would be the concept of "eating at a 
counter", "tipping the waitress", "reading the newspaper 
over coffee." Van Dijk (1977b) treats these frames as 
being a hierarchy of facts, assumptions, propositions, 
expectations of actions and objects, all of which are stored 
in semantic memory. 
Winograd (l977:81) defines three types of discourse 
schema : 
(1) interpersonal schema - conventions for interaccims 
bemeen the participants in a couimunication. 
(2) rhetorical schema - conventions for laying out a 
reasoning sequence which the speaker wants the hearer 
to follow. 
(3) narrative schema - conventions for comecting a 
sequence of utterances into a coherent text. 
In most discourse, all three of these schemas are working at 
the same time. During a lecture, for example, not only are 
there conventions for laying out a reasoning sequence, but 
-- 
there are also rules of lecturer-student interaction and 
rules :or connecting the logical sequence of UEterances 
within the larger lecture discourse organization. 
What then does the listener do as slhe processes 
connected discourse according to schema theory? 
A receiver strategically attempts to develop a 
message theme as soon as possible. The developed 
message theme serves as an organizational criterion 
for relating propositions to one another. It also 
serves as a retrieval cue to assess prior semantic 
memory schema and to decide if a message is complete 
and ready for long-term semantic memory storage. 
(Kousel and Acker 1979 : 28) 
Adams and Collins (1979:5) say that "every input event 
must be mapped against some schema and all aspects of that 
schema must be compatible with the input information. 9 ,  
Connected discourse processing, then, is very much a matter 
of hypothesizing and assessing these hypotheses against the 
incoming information. Two processes in particular take 
place. One process is "bottom-up processing" which is 
evoked by the incoming data and tries to find more general 
schemas that encompass the incoming information. The 
second processing strategy is "top-down processing" which 
tries to find lower-level schemas that confirm hypotheses 
already made 
This concept of the listener first hypothesizing a 
message and then later assessing the hypothesis is the basis 
of Halle and Steven's (1967) analysis by synthesis model of 
connected discourse processing. This model proposes that the I 
listener generates internally a match for the speech s/he I 
hears, a match that is constantly refined by testing it 
against incoming information. There are two stages in their I 
model: stage one being a period of preliminary analysis and 
hypothesis finding; stage two being a period of synthesis 
and hypothesis testing. Oakeshoct-Taylor (1979) posits a 
third stage of storage of semantic content of passage 
and integration with the content of previously heard ideas. 
Freedle (1972:183) expands on this notion of hypothesis 
formation and testing when he states that "the relative 
difficulty we have in isolating the relevant topic of 
conversztion is related to the size of the set of possible 
alternatives that we believe might be discussed under a given 
set of circumstances.'' If the set of possible alternatives 
is too wide, possibly due to cultural differences and different 
expectations, the receiver will have m r e  difficulty with 
hypothesis formation and testing because hislher chances of 
forming incorrect hypotheses are greater and hislher chances 
of not -finding that the incoming information is fitting inco 
the hypothesized structure is greater. Freedle later says 
that those with too narrow a set of alternatives have great 
problems because they may feel that it is the lecturer who is 
making an error in topic or who is wandering off the topic, 
Rivers (1972) attempts to deal with the problein of 
the ESL student's having too great a set of alternatives on 
the lexical and s.yntaci5c level. She suggests that those 
faczors which reduce the possibility of occurrence of any 
particular word or idea should be pointed out and practiced. 
(These factors could be syntactic relaizionships, e.g. the 
necessity for a noun phrase to follow a deteminer, combin- 
ations of words of high frequency, e.g..as a matzez 
where -- of fact or - of course are the only reasonable alteraatives, 
or cliches, e.g. where there's a will, where 
there's g w x  is the only reasonable alternative.) 
Evers (1972) suggests that there is a stage in the 
ESL students' listening comprehension competence when this 
information overload can ?revent che student from retaining 
the message slhe has heard even though s/he has understood 
it. In Spearitt's (1962) faccor analysis of the listening 
comprehension skill, he found that memory span was positively 
correlated to the skill. Yet, Lado (1965) found that memory 
span is shorter in a foreign language than in the native 
language and also that memory span increases with mastery of 
the foreign language. Craik and Lockhart (1972~675-6) attempt 
to explain this relation of time of processing to retention 
in their "depth of processing" model. "Retention," they say, 
"is 2 function of depth and various factors such as the 
amount of attention devoted to a stimulus, its compatibility 
with the analyzing structures, and the processing t h e  
available.'' The preliminary stages in their depth of pro- 
cessing model are concerned with the analysis of physical or 
sensory features (lines, angles, brightness, etc.). Later 
stages are more c-oncerned with matching the input against 
stored abstractions of past learning. Eere, the extzaction 
of meaning takes place. The result of this deeper and deeper 
analysis is a memory trace "with deeper levels of analysis 
associated with more elaborate, longer lasting, and stronger 
traces. " 
All of these analyses of how connected discourse is 
processea lead to questions of whether or how culture can 
a f f ec t  t h i s  processing. Johnson (Ln Duicer 1966:39) szates  
t ha t  "we take f o r  granted t ha t  what the s p e a ~ e r  means by 
what he i s  saying i s  2recise ly  what we would mean i f  we were 
t o  say the same thing. We forget  tha t  the meaning of a word 
is not  in  the word; i t  i s  i n  the  person who uses Lc or res?onds 
t o  i t ,  and people d i f f e r ."  This hypothesis was supported i n  
Kintsch 's  (1976) work when he found tha t  American Indian 
s t o r i e s  having a nar ra t ive  s t ruc tu re  t ha t  i s  d i f f e r en t  from 
conventional Western s t o r i e s  were harder fo r  non-Indian 
subjects  t o  r e c a l l  as  compared t o  reca l l ing  t radi t ion21 
Boccaccio s to r i e s .  
Scribner (1979 : 241) found, however, when comparing che 
a b i l i t y  to deal with s y l l o g i s t i c  logic  schema, t ha t  " the 
overwhelming bulk of respondents i n  a l l  cu l t u r a l  groups 
showed some grasp of the  genre'' and tha t  the main differences 
o c c ~ r r e d  across l i t e r a t e  versus non- l i t e ra te  boundaries. 
Those from l i t e r a t e  soc i e t i e s  gave predominantly " theore t ica l  
explznations" concerning t h e i r  answers ( i . e .  che stazemerzts 
exp l i c i t l y  re la ted  the  conclusion t o  the problem's premises). 
Those from non- l i t e ra te  soc ie t i es  tended to  give "empiric 
explanations" ( i .  e ,  the  statements jus t icy  che concius~on on 
the  bas is  of what the subject  knew or believed to  be t r u e ) .  
The input i s  the same but the inferences on the par: of the 
l i s t e n e r  and the l i s t e n e r ' s  assumpticns i n  processing the 
discourse are  d i f fe ren t .  
Scribner then r a i s e s  the question of "%a: a re  the 
?reexisting schema~ into which verbal logic problems can be 
assimilatea?'' and in answering this question, dezls with the 
problerc of what happens when the preexisting schemas differ 
from accumulated knowledge. 
If the relations the problems express are arbitrary, 
though, not consonant with, or in opposition to 
accumulated knowledge, their assimilation into pre- 
existing knowledge schemas may militate a ainst 
rather than facilitate comprehension, reca -%r-i&d 
problem solving. Such assimilation would manifest 
itself in 'empiric bias' as preexisting schemas 
become the field of operation for remembering and 
reasoning activities (Scribner 1979:239-40). 
What unifies all of these branches of research is the 
idea that people do not receive information into an empty 
receptacle. hther, the receiver imposes organization and 
unspoken ideas onto the input. This imposition arises from 
the receiver's accumulated 'knowledge of how the world works 
and how speech is used to express how the world works. 
Tannen (1979:144) notes how this imposition not only aids 
interpretation but also may shape different interpretations: 
This prior experience or organized knowledge takes 
the form of expectations abcut the world, and in 
the v s t  maiority of cases, the world, being a 
systematic place, confirms chese expectations, 
saving the individual the trouble of figuring things 
out anew all the time . . .  At the same time that ex- 
pectations make it possible'to ~erceive and interpret 
objects and events in the world, they shape those 
perceptions to the model of the world provided by 
them . . .  Thus, structures of expectation make inter- 
pretation possible, but in the process they also 
reflect back on perception of the world to justify 
that interpretation. 
O r  assumpcions about the world are so deeply ingrained as 
undeniable facts about the world that it may be virtually 
impossible t o  take the j m p  to see the  world and i t s  organi- 
zation i n  a d i f f e r en t  way. 
For the ESL student who is  cal led  upon to  i n t e rp re t  
connected d i s c m r s e  i n  a foreign language, t h i s  research 
may have relevance. The student may need t o  recognize and 
make appropriate assumptions about super-structures i n  the 
foreign language. Kaplan (1966) discusses the  idea of 
"con t ras t i -~e  rhetoric" ,  the assumption t h a t  d i f f e r en t  
cul tures  expect and c a l l  fo r  a d i f f e r en t  system of presenta- 
t ion  t o  get  ideas across. According t o  Van Dijk (1977 :  
154). macro-categories (e .g.  s e t t i ng ,  resolut ion,  episode 
,* i n  the  super-structure of a narra t ive)  dominate sequences 
of propositions of the  nar ra t ive  discourse'' and so ,  a re  the 
building blocks of in terpre t ing a nar ra t ive .  Listeners  
from c - ~ l t u r e s  i n  which the  macro-categories a re  d i f fe ren t  
o r  very d i f fe ren t ly  expressed may impose the wrong in terpre-  
ta t ion  on the narra t ive  o r  might end up t o t a l l y  confused a t  
the  seeming i l l o g i c a l i t y  of the input .  
On a lower level  of in te rpre ta t ion ,  the ESL student 
-. 
must develop a source of frames s imi lar  t o  those assiznilated 
by the  nat ive  English speaker. Awareness of the  piczures 
tha t  come to  mind when a ce r ta in  topic  i s  ra ised  w i l l  lead 
t o  greater  equivalence i n  background knowledge among NS and 
NNS. Rather than taking f o r  g r a t e d  t h a i  ihe NNS knows the 
implications of a topic ,  more attentio; needs t o  be placed 
on the culzural  presupposLtions about t h a t  topic.  I n  terms 
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of vocabulary, too, implications need to be discussed. 
Discussion of the word begginq needs to include the presup- 
position that in American culture, begging denotes need or 
cumring, that it is a degrading practice, and that it is 
looked upon as a nuisance. 
Attention also needs to be focussed on predictive 
assumptions at the word and syntactic level. Predictions 
of what gramnatical form can fit into a certain slot need to 
be practiced. Awareness of lexical collocations, words that 
always come together, need to be introduced. Awareness of 
cliches and cultural proverbs need to be dealt with. 
The strategy that most needs to be worked on in the 
ESL classroom, then, is the making of correct hypotheses 
or at least, the making of incorrect hypotheses that can be 
refined by incorporation of preceding or incoming data 
leading to correct hypotheses. This hypothesis-making can 
be 2racticed on all levels of discourse: on the lexical level, 
on the syntact5c level, and inost importantly for lecture 
discourse, on the .. discourse level of overall organizational 
patterns. 
C. Discourse Analyses of Lectures and Notes 
In order to teach how to listen to a lecture, it is 
essential that the teacher know what is involved in lecturing. 
Attempts at analyzing lecture discourse have bee3 carried out 
by Vijasuriya (l97l), M. Cook (lgjb), J.R. S. Cook (19751, 
Xontgomery (1977), Piur?hy and Candlin (1979) , and ilur~ey- 
Evans and Johns (in press). 
Dudley-Evans and Johns (in press) note three Cy?es of 
lecturz styles: a reaLing style in which tne lecturer rezds 
from noces or speaks as if s/he were reading from notes; 
a conversational style in which the lecturer speaks in- 
formally, with or without notes; a rhetorical style in which 
the lecturer acts as perfomer with frequent asides and 
digressions. Dudley-Evans and Johns focus on the individual 
lecturer styles, foregoing what may be ccnceived as an 
overall lecture discourse. 
Other researchers have analyzed lectures to fin6 the 
commonalities that uncierlie all lectures despite lecturer 
style of presentation. M. Cook (1974), for example, bases 
her analysis of lecture discourse on che su?position that 
lectuze discourse is a process of maintaining and directing 
relevance in speech. She conclud%s that smooth transitions 
are attempted by all lecturers regardless of stylisric 
differences. 'Rris process of making smooth transitions 
involves thzee general rules: (1) topic conti~uation, 
(2) topic rscycling, and (3) topic change. Topic cont5nuation 
is the use of connectives, enabling the speaker co xiove from 
one topic to a related topic and suggesting the rele-v7ance 
between the two topics. As examples ~5 to~ic conci~u~tion, 
she gives "tb.is whole ching about - also a2plies to - " and 
,, the same ching took place with regard to - ." She adds thac 
when topic continuation i s  applied the speaker has a l imited 
number of choices. Slhe may (a) repeat  a word or  phrase from 
a previous utzerance, (b) use a synonym for  a word i n  a 
previous ut terance,  or  (c) use a pronoun whose antecedent was 
i n  the  previous ut terance.  Another means of topic  continuation 
i s  t o  i n i t i a l l y  asse r t  an in tent ion of bringing up a number 
of points and then l a t e r  marking those points with " the same 
thing", "now get t ing  back to our four basic - ." The topic 
recycling ru l e  i s  applied when the  l ec tu re r  wishes t o  elaborate 
on some previous topic.  Recycling can be i n  the form of 
examples, contras ts ,  and analogies (e .g .  " - i s  a whole 
separate bag of woms from - " or  "so I guess t ha t  the major 
thing t h i s  i l l u s t r a t e s  i s  - ' I ) .  Fina l ly ,  a t  the  end of an 
episode, topic change ru les  a re  applied t o  close off  or  l i m i t  
,, a previoxs topic  (e.g.  any comments or  questions on -?'I).  
M. Cook's analysis does bring t o  l i g h t  many of the  
ac tual  verbal cues t o  l ec tu re r  in tent ion and organization; 
however, she does not touch upon the  many nonverbal or  
i n f e r en t i a l  cues-.that a r e  needed to  i n t e rp re t  l ec tu re  
discourse correc t ly .  She focusses only on the surface f o m  
of the lec ture .  
In  an unpublisked study done i n  1981, 1 analyzed 
t ranscr ip t s  and videotapes of lec tures  i n  order t o  discover 
what cues existed t o  transmit the  speaker 's concept of the 
l ec tu re  goals t o  the s tudents .  I noted a number of emphasis 
markers, concluding t ha t  it was often a combination of 
emphasis zarkers that gave a point its "em?hasis weight." 
Some of these emphasis markers are (1) lexical markers 
which draw attention by organizational means ("certainly a 
third point we have to think about is - ' I ) ,  (2) lexical 
markers which denote emphasis and draw attention by senantic 
means ("now this is astonishing"), (3) a concentration of 
lexical or semantic repetition ("bradychardia. . .only found 
in certain animal types like whales have it, seals have it, 
I'm sure dolphins have it, man -also has it"). (It should be 
noted that lexical repetition alone has a cohering function 
and unless supplemented with other emphasizing markers may 
not play an emphasizing role.) Other emphasis markers include 
( 4 )  the elicitation of frames that connote emphasis ("it is 
this man then whom we're going to focus on as the bearer as 
the revealer of this amazing way" with "bearer" and "revealer" 
eliciting a frame of someone bringing an importznt message), 
(5) the use of highlighting transfonaations (clefting, pseudo- 
clefting, moveznent rules), (6) the use of rhetorical quest5ons 
wnich serve to highlight the information that follows by 
setting up an expectation. In terms of kinesics, it was 
noted chat (7) hand position may denots empnasis by point5ng 
e or counting oz by imitating the rhythm of the speecn and 
(8) body position may visually demonstrate the relation 
between utterances (e.g. a lecturer is comparing two ideas 
and turns his body to a different side when expressing "the 
other side of the story"). 
3 0 
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In  t h i s  study, I a lso  attempted to analyze the  lec tures  
i n  terns  of speech ac t s  of (1) topic  i n i t i a t i o n  (TI) ,  ( 2 )  
topic  continuation (TC), and ( 3 )  topic break (TB). T I  speech 
ac t s  a re  characterized by l ex i ca l  un i t s  which denote the 
speech a c t  i t s e l f  (e .g.  " I ' l l  t a l k  about pidgins and creoles 
i n  general and t r y  to focus on creole i n  Hawaii."), by 
emphasis markers, and a re  of ten  preceded by TB speech ac t s .  
TC speech ac t s  are  l ess  a d i s t i n c t  c lass  but ra ther  a more 
de-emphasized continuation of che topic  t ha t  i s  ra i sed  i n  
the T I  speech ac t .  TC semes  t o  c l a r i f y ,  exemplify, define,  
o r  paraphrase the preceding ideas .  Even though the bound- 
a r i e s  between the T I  and TC speech ac t s  a re  vazue, the 
functions of the TC speech a c t  a r e  separate.  Sequencing may 
e i t he r  proceed from the  T I  to  TC or  vice versa.  F ina l ly ,  
TB speech ac t s  are  characterized by (1) l ex i ca l  markers 
such as "uh. . .", "now", "OK", " a l l  r ight" ,  ( 2 )  longer than 
average pauses, or  (3) a culmination of the new information 
i n  the preceding dhcourse  of ten  narked by a l ex i ca l  cue of 
"so" , "therefore" , "as you can see. " 
-- 
This analysis may have relevance f o r  the advanced 
lec tu re  comprehension c lass .  For one th ing,  exercises 
geared to pinpointing the  end of an introduction and the 
f i r s t  T I  can make use of markers denoting T I  speech ac t s .  
Also, knowledge of markers indicat ing TB can lead t o  an 
overa l l  awareness of l ec tu re  subsections ~ n d  increase the 
s tudent 's  prediczive a b i l i t y  concening upcornin; izifornation. 
Skills such as "re-entering" a lecture after losing attention 
or becoming confused can be taught by way of an awareness of 
markers of TB and TI speech acts along with ordering restraints 
imposed on each speech act. An awareness of emphasis markers 
and speech act functions also has ramifications for teaching 
note-taking skills. Note-taking, being the process by which 
ideas are noted so as to show the hierarchy of emphasis, needs 
to be a process of making value judgments while listening to 
the lecture. Knowledge of markers of emphasis can be a basis 
for teaching note-taking skills to ESL students. 
Murphy and Candlin's (1979) analysis of engineering 
lecture discourse provides a thorough analysis of the many 
processes involved in lecture interpretation. In particular, 
they analyze the overall coherence of the discourse, do a 
textual analysis of the cohesion of the lecture (meaning 
that no attempt is made to identify structural elements 
above the sentence) and finally, analyze the role of 
kinesics in lecture discourse. 
To begin with, they applied the SinclairICoulthard 
(1975) model of discourse analysis to their lecture corpus. 
They were able to identify several strategies such as "marker" 
("well", "right", "now") "starter" ("well now let's get on 
with the engineering"), "elicitation" ("I think that most of 
you have met the result before, haven't you?"), "accept" 
("yes ...g cod"), "informative" ("for the three forces to be in 
equilibrium, their vectors must form a closed triangle"), 
-<- 
'conment" ("more usually known as the triangle of forces"), 
"aside" ("running out of blackboard space here"), "meta- 
statement" ("I want to mention two types of generator"), 
and "conclusion" ("so there you've got three forces which 
are in equilibrium"). 
Murphy and Candlin state that lecture discourse has 
much in common with general classroom discourse. They found 
that lecturers often proceed as if involved in a two-way 
interaction, providing dummy responses and feedback by 
themselves. They also note that lectures show thi same type 
of focussing move which is unique to teacher dominated 
discourse ("I want to mention..."). Although it may appear 
that the lecturer is talking to him/herself, Murphy and 
Candlin stress the interactive nature of the lecture. The 
main distinction, however, is that the lecturer always wants 
the floor, and hislher audience is not meant to join the 
interaction verbally. 
Murphy and Candlin include in their analysis a description 
of J. Cook's model of discourse analysis. J. Cook looks at 
-. 
a lecture as being composed of a number of "expositions. , , 
These expositions are composed of an optional episode of 
expectation, an obligatory focal episode, an obligatory 
developmental episode along with a number of optional develop- 
mental episodes, and an obligatory closing episode followed, 
again, by optional closing episodes. Further down on that 
hierarchy, each episode is composed of moves, beginning with 
J. Cook suggests teaching recognition of the moves within 
lecture 'discourse as a means of raLsing the st-ddent 's 
awareness of the lecturer's organization and goals. 
Wnen Murphy and Candlin analyzed the lecture text for 
cohesive devices, they considered five.specific devices: 
a focussing mo-ge, followed by at least one other move (not 
including focussing or concluding moves), and ending with a 
concluding move. Cook's lisc of categories of moves (as 
reported in Candlin and Murphy 1979 : 17-8) is as follows : 
-Focussing move 
-Concluding move - a j-~stificatory statement; a 
focal episode with a concluding 
function; a suunnary statenent 
-Describing move - subdivided into description of 
processes and causal sequences; 
previous events; operations; 
states 
-Asserting move - assertion of fact, opinion, rule, 
physical law 
-?.elacing move - -king intratextual and extra- 
textual relationships explicit 
-Summarizing move - giving a resume of the immediately 
preceding discourse 
-Recormending move- giving supporc to an opinion, 
course of action, method, etc. 
-Justifying move - offering justification for a 
proposition, assertion, recom- 
mendation, etc. 
-Qualifying nove - placing reservations on, partially 
retracting from a prior assertion, 
proposition, etc. 
-Contrasting move - drawing a parallel of comparison 
or contrast between a previous 
fact, event, etc., and a second 
one contained in the statement 
that initiated the move 
-Explaining move - expounding or making explicit a 
-. prior assertion, description, 
causal chain, etc. 
reference, substitution, ellipsis, cor.junction, and lexical 
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cohesion. They divided reference items in to  exophoric 
references and endophoric references,  "exophoric" re fe r r ing  
to the context of the s i t ua t i on ,  "endophoric" re fe r r ing  to 
izems within the t ex t  i t s e l f .  The endophoric reference items 
were fd r ther  broken down in to  anaphora and cataphora. 
Anaphoric reference r e f e r s  backwards i n  the t ex t  and may, 
according t o  Murphy and Candlin, be more d i f f i c u l t  fo r  the 
foreign student because i t  expects him/her t o  l i nk  up d i f f e r en t  
pa r t s  of the  t ex t  and may place an excessive load on the 
foreign s tudent ' s  short-term memory. Cataphoric reference i s  
a warning 05 what i s  t o  come. These endophoric references 
a re  rea l i zed  through the use of demonstrative pronouns ("the 
proof of - t ha t  i s . . . " ) ,  personal pronouns and possessives,  
comparative reference (" this  case i s  d i f ferent ' '  implying 
t ha t  it is  d i f fe ren t  from a preceding one) and lexicon such 
8 3 as same", "similar" , "other", "different"  , "likewise", e t c .  
Subst i tut ion is a device whereby information i s  re la ted  t o  
o ther  information by a g r m a t i c a l  device such as replacement 
of noms ("one" I-. "ones", "same"), verbs ("do" as i n  "John 
has a car .  J i m  doesn ' t ." ) ,  and clauses with "so" and "not" 
("Have I got tha t  wrong? I hope not ." ) .  E l l i p s i s  i s  
subs t i tu t ion  by zero ("so the  magnitude of one force then 
defines the  magnitude of the other  two" where "forces" was 
e l ided a f t e r  "two" ). Conjunctive elements serve the  Fmction 
of r e l a t i ng  linguistic elemerits t h a t  occur i n  succession but 
a re  not  r e l a t ed  by other s t r u c t u r a l  means. These conjunccive 
elements relate two elenents in an additive manner (e.g. 
"furthermore1' , "for instance") , in an adversative manner 
1 7  (e.g. "yet", "nevertheless"), in a causal manner (e.g. so", 
1 ,  for this reason") and'in a temporal manner (e.g. "previously", 
"to return to this point"). Candlin and Murphy stress the 
importance of adversative and causative conjunctions in 
particular. Some causatives, they note, such as "so", "then", 
"therefore", may mark concluding moves in the discourse. 
The causatives signal that what follows will be information 
that the learner should be focussed on. Adversative 
correction of meaning, they say, also signals important 
information in that it reflects what has preceded and focusses 
attention on what follows. A last device of cohesion was 
lexical cohesion, the practice of reiterating items in 
referential terms and then relexicalizing that item at the 
start of a new exchange. 
Candlin (1978:22) stresses the need for integrating 
speech and visual materials a ~ ~ d  paralinguistic behavior: 
Although it-is generally the case that lecturers 
control the discoursal strings ... interpreters . . .  
need to be aware of the careful and close integration 
of the visual, paralinguistic elements with the 
spoken word, if they are going to understand the 
constant interplav in lectures between what Sinclair 
calls the main-and the subsidiary planes of discourse-- 
the essentmargument and the audience-directed 
subsidiary comeEt. Eye contact and particular 
gestures serve to clarify this interplay in lectures . . .  
and importantly.. .there is ample evidence to show 
that kinesics is culture specific:..we cannot assume 
that learners will have equal opporrunity for 
interpretation of these crucial discoursal patternings. 
3 6 
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Candlin and Murphy (1979) found that  much of the research 
done on kinesics  i n  aya6ic in te rac t ion  had relevance in  
the l ec tu re  s i t ua t i on .  They note t ha t  leczurers ,  when niaking 
asides or when trying t o  appeal t o  the audience, change thecr  
voice qua l i ty  or  get  physically c loser  t o  the audience, 
They note t ha t  l ec tu re rs  of ten  make exophoric references and 
use hand gestures t o  r e f e r  t o  diagrams on the  board. Other 
hand gestures,  however, a re  not  over t ly  linked to  something 
v i sua l .  They give the example of a wave of the hand from 
the  v e r t i c a l  with palm facing the  body, t o  the horizontal  
palm up, accomplished with a s l i g h t  lowering of the forearm, 
conveying the  meaning of "I am now going to  o f f e r  the l e s s  
acceptable a l ternat ive ."  Eye contact ,  a k ines ic  device 
s igna l l ing  a f f i l i a t i o n ,  seemed to  follow completion of 
drawLng o r  touching a diagzam or  during a c ruc ia l  point i n  
an argument. Candlin and Murphy a lso  observe t ha t  eye 
contact can s ignal  discourse boundaries i n  t ha t  speakers 
tend t o  look a t  the audience during concluding remarks. Often, 
eye contact was discontinued -- before proceeding on t o  the next 
sect ion of the lec ture  e i t he r  by moving from one place t o  
another or  looking down and consulting notes.  
h l a t  does become c lea r  i n  a l l  the analyses,  no matter 
how indefinable or general,  i s  t ha t  within the context of a 
l e c tu re ,  the  l ec tu re r  does attempt t o  s ignal  t o  the  l i s t e n e r  
what aspects of the l ec tu re  a re  imporrant o r  uninportant,  
an6 how the l ec tu re r  has organized the l ec tu re  ana wants i t  
to be perceived. The ESL teacher can work towards nel2ing 
students become aware of different acts and moves a2d 
their realizations within a lecture. An awareness of these 
verbal and nonverbal markers can leaz, on the listener's 
part, to greater ease in predktion and greater ease in 
following the lecturer's thoughts. NOZ more important, 
yet more concrete, is the need to give students practice 
in dealing with cohesive devices (especially refe- ence , 
substitution, ellipsis, conjunctions, and syntactic devices 
of highlighting). 
Winskowsky (1978), rather than analyze lectuze 
discourse, analyzed her own notes to focus on note-takkg 
discourse and the competencies that underlie s-uccessful 
classroom skills. She suggests six major competenc~es 
involved in acquiring classroom skills: 
(1) recognize the professor's definition of the 
field 
(2)  recognize course requirements 
(3) recognize the paradigm (the discipline's way 
of looking at the world an& how it is or~anized) 
- 
(L) recognize-the professor's perspec~ive 
( 5 )  recomize che professor's porzrayal 05 =he 
profGssiona1 rile 
(6) iake notes 
(Winskowsky 1978114) 
Ender the competency of note-taking, sne specifies fourzeen 
conventions that were included in her notes: 
(1) includes a phrase titling a series of things 
(2 )  includes the nominal-complement structure--a 
word or phrase separated by a dash or colon 
fzom another word or phrase, holding one of 
the following relationships: 
label, title, or nominal - meaning, referent, 
explanation, or 
definition 
(3) includes paragraphs of notes which cohere 
topically with successive indentation of 
lines to show sub-topical details, elaborations, 
expansions, and other sub-argument struc:ures 
(4) includes signal phrases or words which mark 
or frame the subsequent information (e.g. 
problem: when dealing w/ cognition) 
(5) includes one line assertions, titled or 
untLt1ed 
(6) includes sequences of the above argumenc 
structures which are related topically 
(7) includes arrows to connect or continue two 
parts of an argument that has a digression 
embedded in it 
(8) includes reconstructing the professor's 
outline if he has one 
(9) includes quotes or near-quotes of what the 
urofessor says, who he quotes, and the 
- - 
sources 
(10) includes the pivotal points in an argument 
(11) includes non-content information, usually in 
the margin at the top of the page 
(12) includes the notation conventions of a given 
discipline 
(13) includes charts, tables, examples, instructions, 
words, phrases, diagrams, illustrations, etc. 
that the professor puts on the board 
(14) includes abbreviations of words that are 
recurrent in the discipline 
(Winskowsky 1978:35-7) 
These lecture discourse and note-taking analyses serve 
to provide teachers with a more concrete base in w x  to 
teach. From this perspective, the question of how -to teach 
- -  
can be deal: with. 
D. Lecture Comprehension and Xote-taking Pedagogy 
Black (l97l), Paghes (1974), Weissberg (l974), Godfrey 
(19751, Candlin, Kirkwood, and Moore (1975)~ Johns and 
Johns (1976), Montassir (l9?6), James ?1977), McDonough 
(i977), Candlin and 1.iurphy (1978), Jordan and Matthews (19781, 
>lorzison (l978), Snow and Perkins (l979), >fason (1981) and 
Dudley-Evans and Johns (in press) have all presented 
syllabuses and/or exercises attempting to deal with the 
teaching of lecture comprehension. 
The syllabuses and materials vary most fundamentally on 
the level of adaptation concerning the lecture material to 
be used in the course. Weissberg (1974) and Montassir (1976), 
for example, propose the use of "mini-lectures'' (two to 
three minute taped presentations recorded by native speakers 
using non-simplified vocabulary and syntax and unaltered 
pronunciation), James (1977) and Jordan and Piatthews (1978) 
propose syllabuses which begin with two to three minuce taped 
texts and proceed to longer taped texts. Snow and Per~ins 
(1979) propose the use of both forma.1 interviews and informal 
conversations as the material base for a lecture comprehension 
class. Johns and Johns (1976) propose focussing on tapes of 
semi-formal discussions of academic subjects. 14orrison (1978) 
and Mason (1981) propose using tapes interrupted at various 
points for analysis and exercises. Dudley-Evans and Johns 
(in press) propose a team-teacning syllabus with the language 
teacher working hand in hand with the content teacher. Canalin, 
Kirkwood, and Moore (1975) propose using live, authentic, 
lectures on language and acadenic skills as the basis of their 
syllabus. 
All stress the need of authenticity, that is, the use 
of language that is used in lectures, the use of cues that 
are use6 in lectures, the 
that are used in lectures 
use of paralinguistic featcres 
., and the inclusion of ?auses, 
false starts, and other perzomance features of live lectures. 
However, only Dudley-Evan and Johns (in press) and Candlin, 
Kir'kwood, Moore (1975) - do actually live up to this level 
of authenticity. By basing their syllabuses on live lectures, 
they sacrifice the certainty of what will be taught and what 
needs to be taught. They gain, however, the realism, knowing 
that whatever - is taught is actually used. Those syllabus 
designers who use tapes (Snow and Perkins 1979; Xason 1981; 
James 1977; Jordan and Xatthews 1978) gain in tems of 
concreteness of materials and exercises, yet lose in tems 
of authenticity because all of the visual cues are missing. 
Those syllabuses that rely on tapes that were originally 
prepared in written form to focus on particular cues of 
organization (Weissberg 1974) are useful in that a segment of 
the overall lecture comprehension skill can be recognized 
clearly and 7racticed. These tapes, however, lack realism 
in that the lecturer is not -talking naturally. In addition, 
there is no guarantee that the cues focussed on or that tne 
style used is, in actuality, used 2n a lecture situation. 
An ad+:tional di55erence between the various syllabuses 
suggested is the type and sequencing criteria of exercises. 
James (1977) and Jordan and Matthews c1978) sequence texts 
by beginning with a two to three minute lecture covering 
the material in general tems, used for dictation. The next 
s t a g e  i s  a longer ve r s ion  of t h e  d i c t a t i o n  ased f o r  l i s t e n i z g  
and doing exerc i ses  concerned wi th  genera l  i d e a s ,  d e t a i l s ,  
vocabulary,  and g r m a r .  The l a s t  s t a g e  involves t h e  same 
l e c t u r e  t ~ p i c ,  f u r t h e r  expanded wi th  exerc i ses  foe-assing on 
tak ing  notes  i n  o u t l i n e  form. Their  sequencins f a c t o r s  seen  
t o  be t h e  l eng th  of t h e  lect- re and t h e  aifficu1:y l e v e l  of 
exe rc i s e s  (grasping genera l  ideas  and d e t a i l s  and focussing 
on l e x i c a l  and s y n t a c t i c  f e a t u r e s  deemee t o  be l e s s  d i f f i c ~ l t  
than note-  taking)  . 
Snow and Perkins (1979)  a l s o  f e e l  i t  necessary  t o  g ive  
t h e  s t aden t  c o n t e x t ~ a l  i x fo rna t ion  before  g iv ing t h e  complete 
lect- re. They f i r s t  g ive  s tuden ts  a genera l  s u m a r y  t o  read.  
La t e r ,  another  s - m a r y  may be given out  w5ich includes  a 
s e l e c t i v e  l i s t  of th ings  t o  l i s t e n  :or. The s tuden ts  l i s t e n  
t o  t h e  t apes ,  take  n o t e s ,  do e x e r c i s e s ,  answer ques t i ons ,  and 
l i s t e n  again.  no te  t h a t  the  tape  may be worked through 
i n  segnents t o  foccs  on p a r t i c u l a r  p o i n t s .  Sequencing 
c r i t e r i a  inc lude sequencing quest ions from d i s c r e t e  po in t  
ques t ions  t o  ques t ions  -. which e n t a i l  processing knowledge 
about the  r e a l  world i n  add i t i on  t o  knowledge go t ten  from 
the  t apes .  Other sequencing c r i c e r i a  f o r  exe rc i s e  5or ina~icn  
a r e  making t h e  syntax of t h e  ques t ion i:self more o r  l e s s  
d i f f i c u l t ,  varying t h e  t o p i c  so  t h a t  s tuden ts  have nore o r  
l e s s  p r i o r  knowledge of  the  t o p i c  a r e a ,  and aLter ing t h e  
speed and s t y l e  of de l i ve ry  a f  tlhe speakers .  
Dudley-Evans and Johns ( i n  p ress )  appear t o  make 
similar decisions about sequencing. They proceed from 
~~derstanding the general points and details of the lecture 
to follow-up work which emphasizes evaluation of information 
and application of the general principles of the lecture to 
other tasks. Similarly, McDonough (1977) distin-mishes 
between "localized" comprehension and "global" comprehension. 
Localized comprehension is concerned with immediate or 
verbatim perception and segmentation (e.g. lexicon, stress, 
intonation, syntax) while global comprehension is concerned 
with categorization, ordering, and recall over long stretches 
of discourse. He stresses that although localized compre- 
hension is essential to global comprehension, it is global 
comprehension that is the ultimate goal of a lecture 
comprehension course. 
Montassir (1976) in his syllabus makes three assumptions 
about sequencing of materials and exercises. The first is 
that conversational type material is easier to comprehend 
than lecture type material. The second is that short pas- 
sages are easie=- to comprehend than long passages. The third 
is that listening for specific information is easier than 
unfocussed listening in which information must later be re- 
called from memory. His Zirst two assumptions, however, may 
be open to argument in that conversational speech may, in 
actuality, be less clear in that the ?honology is more care- 
less and the assumptions about background knowledge may be 
more easily taken for granted. In ad&ition, in conversational 
speech, organization principles may be less overtly signalled. 
As for the second assumption, it may be possible that longer 
passages include more redundancy and more expansion than 
shorter passages so that the overall picture is clearer, 
allowing more time for processing. 
Harrison's (1978) procedure involves listening to 
tapes and stopping at designated moments to do exercises. 
During the first session of listening to a tape, questions 
under the heading of "understanding" are dealt with (covering 
lexicon, idioms, structures, allusions, and implications). 
Other questions cover aspects of phonology such as assimi- 
lation, reduction, stress, pitch, and intonation. During 
the second session of listening to the same tape, questions 
deal with items of cohesion, reference, general comprehension, 
and brief note-taking. 
Mason's (1981) materials also involve detailed analysis 
of the lecture discourse while listening to a tape. The 
student, at appropriate points in the tape, is introduced to 
rhetorical elements of exposition and cues to this rhetoric. 
In addition, the student is given comprehension questions and 
incomplete outlines to fill in. Later assignments are 
concerned with understanding particular facts and understand- 
ing the overall organization and logic. 
Hughes (1974) does not deal with the question of 
sequencing but notes four types of exercises that are applicable 
to different aspects of the listening situation. These are 
predictive and retroactive listening, construction listening, 
and inferential listening. In predictive listening, the 
student tries to predict what the speaker will say. In 
retroactive listening, the student enters the middle of a 
speech and tries to figure out what the topic of the speech 
is. In redundancy listening, the student has to extract 
the essence of a speech, removing all that is redundant. In 
construction listening, the student reorganizes segments of 
a speech based on hislher knowledge of the world, knowledge 
of the discourse style, and awareness of linguistic cues. 
Lastly, in inferential listening, the student makes inferences 
based on information presented orally. 
Godfrey (1975) begins with paraphrase and imitation 
exercises aiming at reducing processing time by getting 
students to do more with an utterance than to simply process 
the forms and meanings expressed within that utterance's 
boundaries. He later suggests instruction in linguistic 
devices that specify relationships and attain cohesion in 
discourse using exercises suggested by Hughes (19741, above. 
Black (1971) does not suggest a syllabus, but does 
present suggestions on how listening comprehension practice 
can be sequences. He bases his suggestions on three criteria: 
type of exercises, type of material, and subject matter. 
His hierarchy is shown in Table One and is organized from 
least difficult to most difficult. 
'ype of Exercise 
, .  truelfalse 
.. yesfno 
I .  fill in the 
blanks 
.. truelfalsel 
not stated 
. classify by 
concept 
1 .  correct1 
incorrect 
inferences 
' .  multiple 
choice 
quest ions 
7a. compre- 
hending 
factual 
content 
7b. inference 
7c. interpreting 
the speaker's 
intention 
7d. interpreting 
emotive or 
figurative 
language 
7e. developing-- 
an overall 
view of the 
entire passage 
Table 
:ing For Lis tening Pr 
- 
:ype of Material 
.. simplified material 
with standard 
pronunciation 
!. impromptu speech 
with standard 
pronunciation 
I. prepared speech 
with standard 
pronunciation 
1 .  impromptu speech 
with nonstandard 
pronunciation 
i. impromptu discussio~ 
at a low level of 
abstraction or 
specialization 
I. carefully prepared 
speech 
' .  speech in non- 
standard dialects 
I .  impromptu discussio~ 
with a high level 
of abstraction or 
specialization 
Subject Katter 
1. materials 
relating to 
comon 
experience 
2. popularizations 
of specialist 
material 
3. difficult 
specialis: 
material 
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Most of the listening comprehension books on the market 
are geared to a lower level ESL audience than the proposed 
syllabus and materials (e.g. Improving Aural Comprehension 
by Morley (l977), Developing Listening Comprehension For 
ESL Students: The Kingdom of Kochen by Plaister (1976), 
Listening Contours by Rost (1979), Listening and Note-taking 
by Ferguson and O'Reilly (1977). Improving Aural Compre- 
hension (1977) focusses entirely on linguistic competence 
and never ties individual exercises into coherent, realistic, 
lecture situations. In Developing Listening Comprehension 
For ESL Students: Tne Kingdom of Kochen (1976), Plaister 
attempts to get beyond the solely linguistic aspect of 
lecture comprehension and airas at guiding the student to 
focus on key words and pass over filler words. In Listening 
Contours (l979), Rost also attempts to get beyond the solely 
1Lnguistic aspect of listening and focusses on the organization 
of the lecture samples. (Rost limits himself to three 
organizational patterns--process, narrative, and classification.) 
Neither book (Plaister's nor Rost's), however, is designed 
for the very advanced ESL student. The lectures in both books 
take from one to three minutes to present and are quite 
controlied. The lectures in Plaister's book are written out 
so as to make sure that the student focusses on the cues that 
are necessary. The lectures in Rost's book use a higher 
concentration of redundancy of key ideas than normal speech 
so that the students can gain practice in noting information 
when heard at a normal spoken speed. Ferguson and O'Reilly 
in Liste5ing and Note-taking (1977)  begin by presenting 
three to seven mLnute talks with an outline that denonstrates 
the organization of the talk. Only at the end of the book 
do students begin taking notes on their own leading from 
one to two sentence "talks" to five ninute "lectures, 9 ,  
At the same level as the proposed syllabus and materials 
is Listening and Note-taking by Yates (1979) and Better 
Listening Skills by Sims and Peterson (1981). Yates' book 
begins with one to three sentence utterances and ends with 
seven lectures of approximately ten minutes each. She 
focusses attention on cues, organizational patterns, and 
outlining. Sims and Peterson's book contains five lectures, 
approximately ten minutes in length. Each lecture is 
followed by a number of exercises focussing on vocabular:~, 
derivations, organizational patterns, outlining, general and 
detail comprehension. A drawback of each of these books is 
the limited n*mber of 511 and realistic lecture possi.bilities. 
This allows for little opportunity to gear lecture topics to 
students' and teachers' interests and needs. Another 
drawcack of both books is chat they depend on lecc~re 
transcripts or tapes for lecture material. The realism of the 
lecture is minimized by not having a live lec~urer. As 
mentioned before, tapes and transcriuts often do not realis- 
tically provide for the nomal hesitacLons, disruptions, 
digzessions, etc. of the live lecture. Kost important, by 
fixing the style and vocabulary of lecture suggestions, 
there is no opportunity co vary linguistic level, lecture 
speed, or lecture style. 
Syllabuses and guidelines for teaching note-taking, 
in particular, nave been suggested by Aaronsm (1975), 
Otto (1979), Johns and Jobs (1976), and James (1977). 
Many of the lecture comprehension syllabuses and materials 
mentioned in this chapter also include a note-taking 
component. 
Aaronsor (1975) suggests an approach to note-taking 
that acknowledges the student's role as inter~reter and 
judge of incoming information. She suggests two colms: 
the first calm, the "recording" c o l ~ ,  records the 
lecturer's flow of ideas and also records the hierarchy of 
ideas by means of outline form or indentation; the second 
c o l m ,  the "recall" c o l m ,  records the student's cue 
words, suunnaries, topics, questiozs, key ?hrases, definitions, 
and comezts. 
James (1977). attempts to explain the problems that NNSs 
have when taking notes. Xe says that one problem is faulty 
decoding due to the 2roblexn of Znglish stress-timed rhythm 
and arbitrary lexical stress. lie says that NNSs are not used 
to vowel reduction and differential stress on words. A 
second problem is in miscomprehension due to the message 
being wrongly or partially decoded because of (1) incorrect 
predictions on the part gf the student because of insufficient 
or different background knowledge and (2) lack of facility 
with lecture discourse. He mentions four steps that the 
note-taker must follow in order to take successÂ£u notes: 
(1) understand the message; (2) identify important points; 
(3) decide when to write; and (4) nite quickly and clearly. 
PLs exercises, therefore, proceed from decoding and 
comprehending the message, making judgments about importance 
of the item within the whole discourse, filling in gaps in 
a skeleton outline, and finally, taking notes without the 
aid of an outline format. 
Otto (1979) in his program focusses on four gosls: 
(1) the transfer of the spoken word to the written text; 
(2) listening for key words and phrases; ( 3 )  selecting 
relevant details; and (4) recognizing topic and main ideas. 
To achieve these goals, he uses a combination of diczation 
exercises, cloze exercises, and mini-lectures with fill-in 
out lines. 
The note-taking and note-reconstrdction syllabus 
proposed by Johns and Johns (1976) is the most detailed 
-- 
and structured. Their course has four main components: 
(1) the eliminaiion of redundant material (with note 
recons=itution focussing on restoring grammatically 
redundant elements); (2) rephrasing and reordering informs- 
tion (e.g. using a single lexical item t6 express a complex 
idea) ; ( 3 )  using conventional abbreviations (for techdeal 
and nontechnical lexicon (e.g. w/ = "with") ; and (4) using 
symbolic representations of logical relationships ( e . g . 4  
= "causes", "leads to", "brings about"). Each unit practices 
both note-taking and note reconstitution in both the written 
and spoken mode. Johns and Johns'syllabus is reoresented in 
Table Two. 
Table 2 
Johns and Johns' Note-taking Syllabus 
Written 
Spoken 
Taking notes from 
sentences (at first 
only inserting sym- 
bol), progressing 
within each unit to 
taking notes from 
paragraph (target 
notes at first 
'gapped': extent of 
gapping gradually 
increased). 
Taking notes from 
spoken sentences, 
progressing to 'mini- 
lectures ' . Sbme 
gradual withdrawal of 
assistance as above. 
Note Reconstitution 
Restoring notes already 
taken on sentences and 
paragraphs to 'full form': 
writing paragraphs from 
given notes (target 
paragraphs at first 
presented in gapped form). 
Reading aloud from notes 
already taken. Telling 
jokes, iving short 'mini- 
lectures' from given notes, 
(Johns and Johns 1976:227) 
The above mentioned syllabuses for listening comprehension 
and note-taking vary in the methodology and materials used 
for achieving the goal of lecture comprehension and note- 
taking competence. They all, however, -base some of their 
ideas on similar assumptions about the learning of language 
as communication. Candlin (1978:40) elucidates these 
assumptions in the following list concerning what mist be 
dealt with in order KO help the learner cope with problems 
of discoursal misunderstanding: 
(1) assume that learners need to be sensitized to 
the cultural presuppositions which imbue 
particular utterances, and that this sensitivity 
is a prerequisite to understanding language 
as communication. 
(2) assume that the relationship between essence 
and force depends on continuing evaluation of 
the social view of and by speaker and hearer1 
writer and reader. 
) assume that this sense/force relationship will 
be underlain by culture-specific rules of 
discourse (and also by some pan-cultural rules) 
which constitute the chief objective of 
language learning. 
(4) assume that such rules are realized through 
interaction, and as a consequence the data 
for language learning ought to be presented 
in transactional context. 
(5) assume that communication is a process of 
applying these rules of discourse to convey 
meaning via a range of linguistic and para- 
linguistic signs and that these signs are 
culturally and socially specific. 
) assume that deriving meaning is a process of 
dynamic inference. 
) assume that (as a consequence) meanings are 
plural and variable in value as the communi- 
cation proceeds. 
) assume that identifying strategies of inter- 
pretation can both serve to elucidate discourse 
as well as act as a language learning objective. 
These assumptions will provide the basis for the syllabus 
to be proposed in this thesis. Before presenting the syllabus, 
however, it is important to have a better idea concerning the 
audience for whom the syllabus is proposed. In the next 
chapter, a detailed needs analysis concerning the actual and 
perceived listening comprehension, note-taking, and production 
needs of university students will be presented. 
CHAPTER I11 
LISTENING COMPREHENSION, PRODUCTION, AND NOTE-TAKING 
HEEDS OF UNIVERS.ITY ESL STUDENTS WITH 
IMPLICATIONS FOR SYLLABUS DESIGN 
The needs analysis was conducted in order to best 
be able to generalize about the audience and their perceived 
and actual academic listening needs. This chapter will begin 
with a description of the needs analysis instrument and pro- 
cess after which a description of the actual listening needs 
of the students will be presented (based on teacher and 
department chairman data). Next, a description of the 
students' own perceptions of their academic listening needs 
and weaknesses will be discussed. Throughout this chapter, 
implications for syllabus design and classroom materials and 
methodology will be dealt with. 
Although the syllabus proposed in this thesis will only 
concern itself with methodology and materials for teaching 
lecture comprehension and note-taking, it seems appropriate 
to include in the needs analysis instrument related demands 
on the academic competence of the student. Therefore, 
questions concerning other academic listening situations are 
included (small classroom lecture, seminar, large amount of 
student interaction, etc.) as well as questions concerning 
production demands placed on the student-e syllabus based 
on this needs analysis will allot time'for these differing 
demands although the materials and methodological suggestions 
will focus only on lecture comprehension and note-taking. 
A syllabus for an English for Academic Purposes (EAP) 
course in lecture comprehension and note-taking normally 
considers a number of student variables: age; academic 
level; academic background; previous exposure to English; 
present study situation (in country, out of country, 
simulataneously taking courses in English, etc.); linguistic 
ability (in conversational English, written English, etc.) ; 
academic goals and major; psychological factors (motivation, 
need, learning styles, etc.); sociological factors (prestige 
of English in student's home country, attitudes towards 
English speakers, etc.). In addition, staffing and 
implementation factors are normally considered (e.g. 
experienced or inexperienced teachers, teaching styles, 
available machinery, etc.). 
As can be imagined, a syllabus based on these variables 
as realized in a particular situation would have a narrow 
range of applicability. Therefore, this needs analysis 
focusses on the much more general perspective of the listening 
comprehension, production, and note-taking needs of the 
foreign university student. The needs analysis was carried 
out by administering questionnaires ac the University of 
Hawaii at Manoa but most likely has relevance to any American 
university. Student respondents in the needs analysis span 
the range of the afore-mentioned variables. Their common 
factors are only (1) a common aural comprehension level at 
which problems in lecture comprehension are based more on 
overzll discourse comprehension than on linguistic problems 
at the sentence level and (2) a common need for English as 
a means to their academic goals. 
One of the goals then of this needs analysis is to 
determine to what degree it is practical to base a lecture 
comprehension and note-taking course on such a general 
population, Are, for example, the needs of undergraduate 
and graduate students so different? Are the needs of 
prospective natural science students so different from 
pr~spective liberal arts majors? It m s  be important to 
narrow down the general learner profile and delineate 
separate syllabuses for certain major variables. On the 
other hand, it may be that the general need for English as 
a means to the same goal (success in an English speaking 
academic envir~nment) may provide a clear enough needs 
base for all stuaents despite certain variables. 
A. Needs Analysi= Procedure 
The needs analysis procedure consists of three 
questiornaires--student questionnaires, faculty question- 
naires, and department chairman questionnaires (see Appendix 
A)--and personal comunication with language teachers. 
Speci5ically, needs analyses are broken down as follows: 
(1) In order to find out what actually are the 
listening comprenension, production, and note- 
taking demands placed on the students in the 
university, information was obtaine6 f r m  
a) department statistics, b) faculty requirements, 
znd c )  szudents' own perceptions. 
(2) In order to find out where foreign students have 
problens meeting these demands, information was 
obtained from a) faculty perceptions, b) student 
perceptions, and c) 2ersonal comunication with 
language teachers. 
(3) In order to find out what students themselves 
want most out of an EA.? course i2 lectuze com?re- 
hension and note-taking , infomation was obtained 
from a) students' responses on questionnaires 
and b) personal communication with language 
teachers. 
(4) In order to find out whether courses w c d d  best 
be divided along subject matter lines, or graduzze 
versus undergraduate lines, information was 
obtained from a) department statistics, b )  faculty 
requirenents, and c) students' own perceived nee& 
Student questionnaires were given to 68 persons. Of 
these, 42 vere at the level of just beginning a course with 
the proposed syllabus. The remaining 26 were near the end 
level or median level of a course with the proposeci sylla~us 
Faculty and chairman questionnaires were sent out to 
ten departments (History, Economics, Political Science, 
Agricultural Engineering, Oceanography, Travel Industry 
Managsnent, Civil Engineering, Architecture, Philosophy, 
and Religion). Departments were chosen on the basis of 
(1) whether they offered courses required of - all students, 
(2) whether they had a large number of foreign undergraduate 
or graduate students, and (3) whether they fit into the desired 
sample of natural science versus humanities subject areas. 
Forty-nine faculty questionnaires were returned covering 88 
classes. Six department chairman questionnaires were 
returned. The sample for graLuate classes covers 24 classes 
and 20 different teachers. The sample for undergraduate 
classes covers 64 classes with 38 different teachers. A 
breakdom of the sample into subject area groupings shows a 
graduate science group (Agricultural Engineering and Oceano- 
graphy) with 9 classes and 5 different teachers and a 
graduate humanities group (History, Philosophy, and Religion) 
with 7 classes and 7 different teachers. Table Three 
demonstrates this breakdown of responses. 
B. Analysis of Facxlty and Chainan Responses with Syllabus 
Design Implications 
The introductory question on the f,aculty questionnaire 
asks, "How would you describe each of your courses in terns 
Table 3 
Breakdown of Facul ty  and Chaiman Quest ionnaire  Respocses 
DEPT . 
His t o r y  
01Lt i ca l  
g. Eng. 
Oceznog . 
i v i l  
rch .  I-- 
h i l .  
e l i g i o n  
TOTAL 1 NLmER OF COURSES COVERED ' CilAIWAV 
NLrnER 
I I I 1 RESFONSE OF I I I 
?kblTY kraduate  Under- To ta l  
ESPONSES graduate  
RETURNED 
I I 
of percentage of time devoted to teacher lectures, percentage 1 
of time devoted to student presentations, percentage of t%me 
devoted to class discussion?'' Table Four shows :his break- 1 
down of class time. 
Table 4 
Percentage of Time Devoted to Lectures, Student 
Presentations, and Discussions 
It seems that the great division is not due to the fact of 
be5ng undergraduate or graduate but rather, very different 
1 
needs emerge across subject areas. The science graduate 
siudents are overwnelmingly confronted with lectures and only 
1 
occasionally confro~ted with production requirements and 
discussion coqrehension. Their class situation is closely 
I 
akin to the overall undergraduate requtrements. The humani- - 1 
ties graduate srudents, on the other hand, differ greatly from 1 
1 
1 
1 
1 
1 
1 
, 
Grad. 
Humanities 
Courses 
38.33 
25.83 
35.83 
- 
% lecture 
% student 
presenta- 
tion 
% discus- 
sion 
% other 
(lab, stu- 
dio, exams, 
etc. ) 
Grad. 
Courses 
48.84 
21.84 
24.21 
5.11 
Overall 
Response 
65.97 
8.92 
20.03 
5.08 
Gnder- 
grad. 
Courses 
71.68 
4.61 
18.62 
5.07 
Grad. 
Science 
Courses 
74.71 
4.29 
8.57 
12.43 
both the undergraduate and the science graduate students. 
They very definitely nee? presentatLon and discussion 
production and comprehension skills with lecture 
comprehension skills. 
A question that needs further research is whethe? 
undergraduate needs can be broken down into science versus 
humanities needs. Would the predominance of lectures (and 
the comparative unimportance of productior. skills) in 
science-oriented courses show up again or would it be that 
at the level of undergraduate work all courses are primarily 
teacher-taS~? My guess would be that undergraduate work 
in the humanities and sciences is largely concerned with 
the feeding of information and it is primarily in the 
graduate work in the humanities that emphasis is place< on 
students' critical thinking and input. Department statistics 
concerning course offerings support this hypothesis as 
shown in Table Five. 
For question three ("Is it necessary for st~dents to 
take detailed notes in your class?"), the same dichoto~y 
(graduate humanities students versus undergraduates and 
science graduate students) holds true as shown in Tabie 
Six. Although note-taking is vezy important for all 
students, it is decidedly less important for the graduate 
humanities student. 
Queszions faur, five, and six give an indication of 
what teachers do to help their stucients comprehend their 
Table 5 
Breakc2own of Department Course Offerings in Term of 
Lecture and Discussion Style 
DEPT . 
His tory 
Religion 
Poli. Sci. 
Economics 
Ag. Eng. 
Table 6 
Is it Necessary to Take Detailed Notes? 
Tr ave 1 
Industry 
Management 
W U A T E  
NIA 
- -  
% of 
courses 
mainly 
lecture 
77% 
100% 
60% 
85% 
100% 
70 of 
courses 
mainly 
lecture 
- 
- 
20% 
56% 
9 0% 
UK3ERGWUATE 
% of 
courses 
mainly 
discussion 
23% 
- 
40y0 
15% 
- 
% of 
courses 
mai~ly 
discussion 
1007; 
100% 
80% 
44% 
10% 
NIA 
G W .  (Humanities) UNDERGW . 1 G W .  
6 1% 
Yes 
57.14% 
G W .  (Science) 
39% 
No 
42.86% 
Yes 
83.33% 
No 
40% 
Yes 1 130 
80.657 19.35% 
So 
16.67% 
Yes 
60% 
1ecFares. Since t h i s  i s  most l i ke ly  a question of individual 
teacher s t y l e ,  answers t o  t h i s  question best s e n e  t o  gLve 
an indicacion of what techniques would be usable i n  an E M  
c lass  t o  simulate authentic  lec ture  technique. Question 
four indicates  tha t  a very high percentage of teachers give 
handouts t o  students s-arizing t h e i r  lec tures  a t  l e a s t  
occasionally (75% of graduate courses; 45.9% of undergraduate 
courses).  Question f i ve  asks teachers what method they use 
t o  help t h e i r  students receive from a l ec tu re  o r  discussion 
wnst they want them to  receive. Some of the responses given 
include "questions e i t he r  before or  a f t e r  the l ec tx re , "  
"outl ines on overhead projector  ," "oral  summaries, " "review 
sheets ,  " "diagrams ," "readings to support l e c tu re  notes ," 
"outlines on board." For question s i x  ("Do you wr i te  
e s sen t i a l  points on the board?"), 87-88% of a l l  respondents 
answered "occasionally" t o  "always. " 
Question seven ("Do you use movies or  video tapes 
i n  your class?") snows tha t  i t  i s  primarily l i v e  language 
t ha t  the  students come in to  contact with. OrJy 207' of the  
graduate courses and only 30.65% of the  undergraduate cocrses 
reported using media anywhere from "occasionally" to  "always. ! 7 
The remaLnder used media "rarely" o r  "never. " it seems 
then thac the only j u s t i f i c a t i o n  of more7tSan moderate use 
05 tapes or  fi lms i n  the language c l a s s  i s  as a teaching t oo l ,  
not  as a simulation of ac tual  classroom behavior. Video 
tapes of lec tures  can most ea s i l y  be j u s t i f i e d  as  a teacning 
too l .  Novies are  inautihentic i n  the sense t :hat the voice 
i s  generally off screen with v isuals  playing the  dominant 
? a r t .  In the  same sense, tapes a r e  inauthentic  i n  tha t  the  
voice i s  ' o f f  screen' with absolutely no visuals .  
In question 11, facul ty  were asked to check the aspects 
of l i s t en ing  comprehension, note- taking, and production t h a t  
they f e l t  were essen t ia l  f o r  success i n  t h e i r  c lass .  Next, 
they were asked t o  rank the four most e s sen t i a l  s k i l l s  f o r  
success i n  t h e i r  c lass .  Results show tha t  the  major goal 
of the  facul ty  i s  tha t  the students be able t o  l i s t e n ,  
take notes ,  and par t i c ipa te  a t  the  same time. However, a 
la rge  number of teachers place high pr ior icy  on j u s t  l i s t en-  
ing or  j u s t  following the  speaker 's t r a i n  of thoughts 
without note-taking. Implications f o r  syllabus design seem 
t o  be tha t  note-taking should not  be the  main goal of the  
course, nor the  deciding fac to r  concerning passing or  
f a i l i n g .  Class time can be r e a l i s t i c a l l y  spent l i s t en ing  
t o  a l e c tu re ,  t a ~ i n g  questions, and discussing the implications 
of the  l ec tu re .  -Class time does not  ha-~e t o  revolve around 
l i s t en ing  t o  lectures, takLng no tes ,  an6 taking t e s t s  based 
on those notes.  
The need for  students t o  "be able t o  request c l a r i f i c a -  
t ion  from the  teacher" was considered qui te  important by 
teachers both i n  t h i s  question and i n  question 1 2  concerning 
teachers '  ?erceptLo~s of foreLgn s ~ u d e n t s '  d i f f i c a l t i e s  i n  
t h e i r  c lass .  Implications foz syllabus design would be 
including components on the appropriatsness of requesting 
clarification and analysis and practice in h~ to interrupt 
and request clarification. In terms of productive skLlls, 
teachers clearly want their students to "be able to raise 
questions and ideas that woulL generate discussion." Again, 
language classroom interaction should simulate this situation 
as much as possible. Controversial or thought provoking 
issues might be best for this. It is important that lecture 
topics cover areas that the students want to know someihing 
about or share ideas about. As with clarification skills, 
analysis and practice in how -to take part in discussions 
(getting a turn, giving a turn, etc.) is necessary. It 
is interesting that understanding everyday conversations had 
a fairly high priority. Perhaps the teachers feel that 
classroom discourse is equivalent to everyday conversations. 
As mentioned before, it seems that movies, tapes, video tapes, 
etc. have little importance for success in the university. 
Other items not considered important by ihe faculty are 
,, understanding dsfferent speakers,'' "learning test taking 
>, 
skills ," and marginally, "learning to give presentations. 
On the whole, then, analyses of faculty and depart men^ 
chairman questionn~irss in
di
cate a ~ossible advantage to 
splitting up students into groups of undergraduaies versus 
groups of humanities graduate students., Although statistics 
concerning time allotnent for lectures, student preseniati~n~, 
discussions, amount of participation required, and note-taking 
64 
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needs all group the science graduate students with the 
undergraduates, comnon sense seems to indicate that if 
numbers permit, maturity and area of interest: might indicate 
a beneficial separation of the two. The syllabuses for those 
two groups may be the same, however, differing only in 
content and possibly 'depth' of discussion. 
The syllabus for undergraduate students and the syllabus 
for science graduate students should include at least 314 
time listening to lectures (with moderate to heavy emphasis 
placed on note-taking) and 114 time spent on language 
production (discussion skills and optional presentation 
skills). The syllabus for the graduate humanities students 
should include approximately 113 time listening to lectures 
(with moderate emphasis placed on note-taking), 113 time 
on discussions and discussion skills, panels, and debates, 
and 113 time on required presentations. 
Analysis of results further indicates that if the 
language classroom is to be authentic, aids to listening 
can be and should be used such as outlines on the board, 
handouts, oral summaries, pre- and post-questioning, etc. 
There seems no reason to make the language classroom 
situation more -difficult than the real situation. Furthermore, 
class time spent on movies and tapes lacks the realism of 
the typical university class and should be avoided except 
for specialized needs. Video tapes of lectures, however, 
may act as a teaching tool as well as a simulated classroom 
' event. ' 
Lastly, results indicate that the goal of a lecture 
comprehension, production, and note-taking class must be 
varied. Because note-taking is a highly visible and highly 
correctable skill, it may be tempting to place too much 
emphasis on it. Teachers' responses, however, suggest that 
listening without note-taking ("following the train of 
thought and organization of the speaker," "thinking criti- 
cally," "getting the main idea and less important points 
without note-taking") is at least as important if not more 
important than taking notes. In addition, teachers indicate 
that the productive skills of asking for clarification and 
raising questions and ideas that generate discussion are 
very important skills. The emphasis is on comprehension of 
ideas more than transcription of facts. This, however, may 
be more the teachers' ideal concerning their classroom 
interaction and not necessarily actuality. 
C. Analysis of Student Responses With Syllabus Design 
Implications 
To begin with, it was found that of all respondents, 
72% had never before taken a course in an English speaking 
university. Since the proposed syllabus is aiming at 
generality of situation, it would be unfair to claim this as 
being tzue beyond the situation of the University of Hawaii 
at Manoa. It seems logical, however, to gear the syllabus to 
this audience and to take it for granted that students do 
have to learn the cultural expectations for teacher-student 
interaction in lectures, classrooms, and seminars. This 
does not mean to say that students need all study skills. 
They may very well have (or not have) note-taking skills, 
study techniques, etc. in their native language. What 
the students need to learn are the culturally based differences 
(e.g. Is it allowable to approach the lecturer with questions? 
Where? During class? During an appointment? How much can 
you expect the lecturer to go over with you individually? 
A whole lecture? Is it acceptable to ask a fellow student 
to borrow histher notes? To give you the answers to an 
exam?). 
In terms of-expected listening situations, results 
show that it is only the undergraduates plus the graduate 
science students who expect to find themselves in lecture 
halls. The graduate humanities students sampled do not 
expect to be in that situation. The large lecture hall 
situation, however, proved to be quite a problem for those 
finding themselves in that situation. (Approximately 57% oÂ 
all respondents claim in question four that the large lecture 
hall situation is most -difficult for them giving reasons, in 
order of difficulty, such as note-taking problems due to lack 
of feedback and opportunity for clarification, language 
reception problems, and physical problems including noise, 
distractions, sound quality, and boredom. ) Syllabus design 
should include some large lecture hall experience for all 
undergraduates and for graduate science students. As it 
would be unrealistic to reserve a large lecture hall for a 
small class of students, one possibility would be to go as 
a group to a lecture situation in progress and return to 
class to discuss questions and notes. Another possibility 
would be to attend community lectures as a group, perhaps 
at an art museum or a community center. For the graduate 
humanities student syllabus, the situation need not be dealt 
with at all. 
For all groups, however, the majority of listening 
situations take place in the classroom (although for under- 
graduates the margin is closer to 50-50 for large lecture 
hall versus classroom). Most of the language classroom 
work then can be realistically done in the classroom. Except 
for science graduate students and business undergraduates, 
students seem to feel that many of their classroom situations 
will or do include a lot of student talk and discussion. 
Although as a single -. group, the classroom lecture (75% teacher 
lecture; 25% discussion) has the largest number of responses 
for all groups, there are quite a large nmber of responses 
indicating that classroom situations (25% teacher lecture; 
757. discussion) and seminars (100% discussion) are also 
expected or experienced. This does not mesh with faculty 
responses which indicate that for undergraduates, production 
(e.g. discussion, presentations) is not highly valued or 
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necessary. This perceived need on the pa r t  of the students 
may indicate t h e i r  des i re  t o  speak more, o r  t h e i r  incorrect  
assumption about undergraduate universi ty curr icula  and 
expectations. Because discussion can add l i f e  t o  a c lass  and 
provide students with confidence i n  t h e i r  spoken a b i l i t y ,  it 
seems i l l o g i c a l  t o  de le te  it from a syllabus because i t  i s  
' u n r e a l i s t i c . '  Therefore, even though fo r  undergraduates 
language production i s  not  a necess i ty ,  i t  should be allowed 
optional time in  any syllabus considerations. It i s  i n t e r e s t -  
ing t o  note tha t  the  second most d i f f i c u l t  s i t ua t i on  indicated 
i n  question four i s  l i s t en ing  and note-taking i n  classroom 
discussions (31%). Students indica te  t ha t  language reception 
i s  the  major problem (d i f fe ren t  student accents,  lack of 
a b i l i t y  t o  follow the  t r a i n  of thought i n  the  discussion) and - 
t ha t  note-taking i s  a problem. It seems tha t  students do 
f e e l  the need fo r  experience or t r a in ing  i n  how classroom 
discussions work (how people add on t o  someone e l s e ' s  previous 
comment, how people i n t e r j e c t  new comments, e t c . ) .  
Question f i ve  asks students to put a check next t o  those 
-- 
s k i l l s  on a l i s t  t ha t  they think they need. Then, they a r e  
asked to rank those s k i l l s  from one t o  four indicat ing the  
four most important s k i l l  needs. Results were compiled from 
students who would be entering a course with the  proposed 
syllabus. The three highest p r i o r i t i e s  "(hich not  only have 
the  highest number of t o t a l  responses but a lso  have the  
higher ranking responses) a re  " l i s t en ing ,  note- taking, and 
par t ic ipat ing a t  the same time," " d i f fe ren t ia t ing  between 
main points and l e s s  important po in t s ,"  and "understanding 
vocabulary and idioms." Although note- taking i s  included 
i n  the " l i s t en ing ,  note-caking, and par t ic ipat ion"  category, 
what stands out i s  t ha t  the other  two p r i o r i t i e s  deal so le ly  
with l i s t en ing .  Work i n  the  syllabus needs t o  focus on 
academic l i s t en ing  separate from note-taking as w e l l  as 
along with note- taking. "What was the  speaker t rying t o  
say?" types of exercises i n  which the students have t o  
paraphrase and ex t rac t  the essence of a message would be 
useful  par ts  of a syl labus.  Vocabulary and idiom work, 
pa r t i cu la r ly  those items common t o  an academic r e g i s t e r ,  
need t o  be included i n  a syllabus. Par t i cu la r  a t t en t ion  
should be paid t o  those idioms tha t  ind ica te  discourse 
re la t ionships  o r  emphasis such as " for  the  most p a r t , "  "with 
respect to ,"  "not t o  speak of ,"  " in  view o f , "  "above a l l , "  
e tc .  
The next group of p r i o r i t i e s  begins with "organizing 
ideas i n to  well-written notes."  The students - do f e e l  tha t  
t h i s  i s  a needed s k i l l .  It i s  an especia l ly  important 
component of the  syllabus because it i s  the one aspect among 
l i s t en ing  comprehension, production, and note- taking i n  which 
the students can often see marked improvement. In  addi t ion ,  
i t  i s  the one component tha t  can be most eas i ly  evaluated. 
Considering the  high percentage of facul ty  who reported t ha t  
it - i s necessary f o r  students t o  take de ta i l ed  notes i n  t h e i r  
class (80.65% undergraduate courses; 83.337; grabate (science) 
courses ; 57.147- graduate (humanities) courses), it makes sense 
co include note-taking as an important component of the 
course syllabus, although still secondary to listening. 
Following priorities are "hearing the main idea of long 
talks without note-taking,'' "understanding speech where the 
speaker is not present (movies, tapes, radio, etc.)," and 
"finding the key words to note down during long talks.'' All 
of these emphasize the above two conclusions. As for 
"understanding speech where the speaker is not present, ,, 
although faculty responses indicate that tapes and movies are 
rarely, if ever, used in their courses, the use of tapes and 
movies in the classroom could be an interescing diversion 
for the-students. In the syllabus, however, it should be 
kept in mind that this is n s  one of their academic needs, 
and would only be fulfilling what the students foresee as 
their need. 
Two other fairly high priorizies are "learning to 
raise questions or present ideas that start and contribute 
to class discussions" and "learning to give organized 
presentations." As me~tioned in the analysis of faculty 
responses, the only ones for whom these skills are absolutely 
essential are the graduate humanities stude~ts. Therefore, 
for all undergraduates and for graduate science students, it 
should again be ke?t in mind that tbese are n s  necessarily 
their academic needs, but that they could be useful in 
f u l f i l l i n g  a perceived need and a psychological need. Rather 
than making discussion s k i l l s  and presentat ion s k i l l s  a 
requirement i n  the  undergraduate syllabus and i n  the graduate 
science student syl labus,  i t  should be an option based on 
students '  des i re .  
Although not  p r io r i t%es ,  the following s k i l l s  a re  
perceived t o  some degree as  being a need: "hearing the  main 
idea of shor t  t a lks  without note- taking, ' '  "understanding 
everyday conversational English, ' '  "understanding d i f fe ren t  
speakers,' '  "following the speaker's system of presentation 
and organization, ' '  "understanding s t a t i s t i c s  and wri t ing 
them down," " l i s ten ing  t o  and par t i c ipa t ing  i n  discussions 
without note- taking,' '  "finding the  key words t o  note down 
during shor t  t a lk s ,"  "learning t e s t  taking s k i l l s , ' '  and 
" learning how to  po l i t e ly  in te r rup t  speakers i n  order t c ~  
ask them t o  go over a point or t o  make a point c lea re r .  , I  
Tnese ski lLs may be included as segments of the  syllabus 
but ce r ta in ly  not as e s sen t i a l  ccmponents. 
When analyzing graduate student responses separa te ly ,  
chere seems l i c t l e  dLfference. The graduate studencs on 
the  whole do place a higher pr ior izy  on " ra is ing quest5ons 
and ideas t h a t  s t i m l a t e  discussion'' and '*giving presenta- 
tions" and surpris ingly "learning everyday conversational 
English." This empnasis on discussion.and presentat ion s k i l l s  
i s  la rgely  on che par t  of graduate science students ,  
completely contradicting the  facul ty  response of spending 
7 2 
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little time on presenta~ions and discussions in graauate 
science classes. 
Questions six, seven, and eight deal with the situations 
the students feel they can handle upon arriving into a course 
with the proposed syllabus. Results show that the students 
do not feel they need work on getting the main idea of a 
lecture or discussion. Hore problems are indicated when the 
students need to differentiate main ideas from details. 
Still, there seems to be less of a feeling of difficulty here 
than is indicated in question five where students placed 
"differentiating between main points and less important points'' 
as being a 3 high priority. At least 50% of students in 
all situations are aware of problems when it comes to note- 
taking. It is interesting to note that there seems to-be 
little difference in amount of difficulty whether listening 
to a short talk, a long lecture, or a discussion. This, too, 
contradicts the response to question four which indicates 
that students found listening to a classroom discussion 
(mainly student participation) .. plus note-zaking to be their 
second most difficult situation (preceded by listening and 
note-taking in a large lecture hall). Although this 
information about sadents' perceptions of their o m  a~ilities 
is important from a psychological perspective, it should be 
taken with a grain of salt. From personal experience and 
from talking with language teachers, many af these same 
students say that they have comprehended something, but when 
asked to answer questions or perform a task based on that 
comprehension demonstrate a high degree of miscornprehension. 
For planning a syllabus, then, it seems necessary to 
incorporate the skill of differentiating between main points 
and less important points and discussion skills into a 
framework in which the students do not feel babied or 
unchallenged (e.g. as one or two questions among other more 
thought provoking questions). 
Question nine deals with the problems students perceive 
when listening to lectures in Snglish. Results were cornpilea 
for students who are approximately at the beginning point of 
the proposed syllabus. The greatest problems are "s?eaker 
talks too fast'' and "speaker doesn't give me time to thiak 
about what I have heard." Since it is unlikely the case 
that the blame far these two problems is so often on the 
speaker, it is more likely that the student at this level 
is having difficulty in terms of - time of processing, and not 
necessarily in terms of linguistic difficulty with the lexicon 
or g r m a r  of tlte lecture. Besides practice and increased 
familiarity with lecture discourse, awareness of cues and 
practice in prediction along with awareness of the redundancy 
in lectures can help ease this time of processing buraen. 
Since students indicate "speaker uses a lot of unfamiliar 
vocabulary and idioms'' as the next major problem, it is 
logical to assume that there is a lexical component co 
students' difficulty. Work on academic register vocabul~ry 
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and idioms and wnere possible,  subject  spec i f t c  vocabulary 
and idioms should be incorporated in to  the syllabus. Vork, 
too,  on using contex: t o  ?=edict meaning i s  i m ~ o r t a n t .  I n  
addit ion,  students should be psychologicaily prepared t o  
expect not -t o  understand every word i n  a lec ture .  (With 
an awareness of the redundancy i n  lec tures  and an awareness 
of nat ive  speaker 's ina t t en t ion  t o  individual words and 
segments i n  a message, students can be led  t o  be more a t  
ease with t h i s  incomplete comprehension.) 
The next two major d i f f i c u l t i e s  support some of the  
points previously mads. Students have d i f f i c u l t i e s  with 
"speaker t r i e s  t o  cover too much subject  matter" which, 
although possibly being a r e f l ec t i on  on speakers, more 
- l ike ly  indicates  a time of processing d i f f i cu l t y .  Students 
also have problems with "speaker doesn't  make c lea r  what 
points a re  important and what points  a re  unimportant." This 
confirms the need to begin work on the  level  of ext rac t ing 
the essence of t a l k s ,  charzing the  relat ionships between 
ideas (support, examples, l i s t s ,  e t c . ) ,  analyzing the 
-. 
overa l l  discourse s t ruc tu re  of lec tures  and seeing how a 
l ec tu re r  makes a point and then t a l b  around it  and about i t ,  
and anaLyzing an6 being aware of the c -~es  tha t  indica te  the  
r e l a t i v e  importmce of pieces of information withi2 discourse. 
The teaching of g r ama t i ca l  means of focussing (h%-cleft, 
pseudo-cleft, paraphrase, e t c . )  could prove t o  be useful  
aids i n  evaluating information. 
Lastly, in question ten, students were asked to indicate 
the frequency of certain problems concerning note-taking. 
Almost 100% of the students responded that, at least occasion- 
ally, they "miss a lot of the lecture because (they) are 
writing while the teacher is talking." Many times students 
will try to write everything the teacher says, making no 
allowances for relative value of utterances. In addition, 
students tend to write useless non-information bearing 
words, or even attempt to write in complete sentences. This 
problem is also reflected in the high response to "I can't 
understand what is important to note and what is less im- 
portant to note." This again raises the, by now, overly 
reiterated point which is that the students need to make 
value judgments concerning the importance of utterances 
within discourse as well as judgments concerning the relation 
between utterances within the discourse. Better note-taking 
would seem to be a function of better and more critical logic 
when listening. Attention in the syllabus needs to focus on 
listening to discourse and writing the minimum number of 
words usable to express the essential ideas. Attention also 
needs to focus on the amount of note-taking necessary depend- 
ing on the situation (i.e. Does the situation call for 
comprehension of concepts? Does the situation call for 
memorization of facts?). Again, awareness of discourse 
struct-lire, cues to organizational patterns, and cues to 
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emphasis would all aid better note-taking. Outlining would 
be a useful skill to teach to aid awareness of the hierarchi- 
cal value of infomation. However, it seems important to 
stress flexibility in note-taking style rather than any one 
particular style. It would also be useful to include a 
component in the syllabus on note-taking abbreviations 
(word abbreviations as well as organizational abbreviations). 
In the following chapter, a syllabus will be presented, 
taking into account all of these actual and perceived 
needs and their implications. 
and skills goals and syllabus components. If an item 
refers to only one group (undergraduate, science graduate, 
humanities graduate), it will be specified. Where no group 
is specified, the item refers to all three groups. 
CHAPTER IV 
A SYLLABUS WITH MATERIALS AND METHODOLOGICAL 
SUGGESTIONS FOR TEACHING LECTURE 
COMPREHENSION AND NOTE-TAKING 
TO ADVANCED ESL STUDENTS 
A. A Listening Comprehension, Note-taking, and Production 
Syllabus For Advanced ESL Students 
In preparing the syllabus design, it seemed most 
reasonable to base sequencing and goals on a skill-based 
perspective. The components of the syllabus, then, 
focus on what the student needs to be able to do in the 
language, and not necessarily on the language itself. 
Although different syllabuses will be presented for under- 
graduate students and science graduate students versus 
humanities graduate students, the lecture comprehension and 
note-taking component for all courses will be the same. 
The differences are in terms of time allotted to the 
different skills of lecture comprehension, note-taking, and 
production. 
The syllabus will be presented in outline form 
divided into three major headings: time allotment, topics, 
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I Time Allotment 
Undergraduate Syllabus and Graduate (Science) Syllabus: 
Approximately 757. of class time should be spent on 
listening to lectures (occasionally in lecture halls; 
most often in the classroom). Of that 75%, approx- 
imately 40% of the time should include note-taking 
practice; approximately 35% of the time should be 
solely listening practice. Approximately 25% of 
class time (or less, if students are not receptive) 
should be spent on discussion or presentations with 
approximately 10% of that time spent on note-taking 
practice. 
Graduate (Humanities) Syllabus: 
Approximately 33% of the class time should be spent 
on listening to lectures in the classroom. Of that 
337.,, approximately 15% should include some note- 
taking practice. Approximately 33% of the time 
should be spent on discussions with approximately 
10% of that time spent on note-taking. Approximately 
- - 
33yo of the time should be spent on student presenta- 
tions with approximately 10% of that time spent on 
note- taking. 
I1 Topics 
It seems impossible to have all of the lecture topics 
be in the students' fields of interest. Because it 
is important that information presented in the lectures 
be new infomation, it is unrealisric to expect 
language teachers to know more about a subject than 
majors within a field. (Student presentations, 
however, can provide an o?poriw-it7 for studencs to 
share their specializations in a field with others 
in the same field.) in addition, even with groups 
such as graduate science students or graduate 
humanities students, there will still be a wide 
variety of fields represented. it makes most sense 
to choose topics of general interest, especially 
controversial or thought provoking issues. 
111 Skills Goals and Syllabus Components 
A. Listening 
1. The student should be able to differentiate 
between main points and.less important points in 
lectures by (a) doing oral and wirten smaries 
which require extracting the essential poin~s, 
(b) outlining and seeing the visual hierarchy of 
ideas, and (c) analyzing discourse and being 
made aware of cues of empnasis and grammatical 
means of emphasis. For the graduate hwnanLiies 
student, these skills would be practiced in 
discussion situations as well as in leccure 
situations. 
2. The student should be able to follow :he spea~er's 
train of thought and organizational patterns by 
(a) analyzing discourse (through transcriptions 
and on video tape) thus leading to an awareness 
of cues that indicate organizations1 patterns as 
well as the overall patterning of lecture dis- 
course and (b) outlining. For the graduate 
humanities student, these skills would be practiced 
in discussion situations as well as in lecture 
situations. 
3. The student should be able to make reasonable 
predictions about future discourse in lectures 
by (a) doing cloze-type exercises on lecture 
transcripts having words and groups of words 
blocked out, (b) predicting unfinished discourse 
during live lectures or video tapes of lectures, 
and (c) being made aware of the culturally based 
systems of logic. 
4. The student should be able to comprehend vocabu- 
lary and idioms in context by (a) practice in 
guessing at meaning from context, (b) practice in 
getting the overall gist of lexically difficult 
messages, and (c) analysis of discourse (through 
lecture transcriptions and video tapes) thus 
gaining an awar-~ess of academic register vocabu- 
lary and idioms especiaLly those that indicate 
relationships and emphasis. 
B. Note-taking 
1. The student should be able to take lecrure 
notes for a variety of different purposes 
(e.g. in order to describe a concept, in 
order to get facts, in order to get directions) 
by (a) practice in taking down the minhum 
number of words to express the most important 
ideas and relationsnips, (b) an awareness of 
abbreviations expressing relationships and 
lexical items, and (c) by practice in Al, A2, 
A3, and A4 of the listening component of the 
syllabus. 
2. The student should be able to listen to and 
take notes with a variety of lecturer styles 
(e. g. highly organized, rarcbling, fast-paced, 
slow-moving) by doing the same activicies as 
Bl above using video taDes or live lectures 
demonstrating tnese different styles. 
3. The student should be able to take notes in 
.. 
a variety of lecture environments (e.2. in 
a large lecture hall, in a class~oom~ by doing 
tne same activities as 31 above in different 
environments. 
4. Graduate humanities st- dents should be able 
to take notes during a disccssion by (a) doing 
the same activities as Bl above using video 
tapes of live discuss~ons and (b) analyzing 
transcripts of discussions and video tapes of 
discussions in order to become aware of the 
cues that indicate new topics or additions on 
to another person's previous comment. For the 
graduate science student and for the undergraduate 
student, this skill is optional. 
5. The student should be able to rewrite haphazard 
notes so as to represent the organization of the 
lecture and make it clear for future reference by 
(a) learning outlining skills and (b) becoming 
aware of the culturally based systems of logic. 
C. Production 
1. The student should be able to ask for clarification 
by (a) gaining an awareness of the cultural aspects 
of askhg for clarification (e.g. when you ask, 
who you ask, how much time can be expected) and 
(b) gaining an awareness of the socio1inguis:ic 
-- 
aspects of asking for clarification (e.g. how to 
form the request, how to interrupt). 
2. The graduate humanities szudent should be able to 
raise questions or present ideas that start and 
contribute to class discussions by analyzing 
discourse and watching vide6 tapes of discussions, 
thus becoming aware of how to enter a discussion, 
how to give up a turn, etc. This skill is 
optional for the graduate science student and for 
the undergraduate student. 
3. The graduate humanities student should be able to 
give organized presentations by (a) discussing 
the organization of presented lectures and (b) 
getting guidance in preparing and giving hislher 
own presentation. This skill is optional for 
the graduate science student and for the under- 
graduate student. 
D. Optional Activities and Skill Goals 
1. The student should be able to comprehend disco~rse 
in which the speaker is not present (tapes, movies, 
radio, etc.). 
2. The student should be able to understand different 
speakers (accents, dialects, etc.). 
3. The student should be able to understand statistics 
and write them down. 
4. The student should know how to make intelligent 
guesses on exams based on a lecture. 
5 .  The student should knox how to answer essay exam 
questions based on a lecture. 
The next section of this chapter will present sequenc- 
ing suggestions, sample mazerials, and 'methodological 
suggestions based on this syllabus. 
B. Materials and Methodological Suggestions For Teaching 
Lecture Comprehension and Note-taking to Advanced ESL Students 
Materials development and methodological suggestions 
are based on Phillips' (1981) four principles of Language 
for Specific Purposes (LSP) methodology: 
(1) Principle of reality control- control of the 
difficulty of the task demanded of the LSP 
student is exercised by means of the pro- 
cedure of simplification appropriate to the 
field of activity constituting his or her 
special purpose. (Phillips 1981:97). 
In this case, the "special purpose" is the acquisition 
of interpretive competence in academic English. 
(2) Principle of non-triviality - the learning 
tasks required of the student must be non- 
trivial; that is, they must be perceived by 
the students as meaningfully generated by 
his/her special purpose. (Phillips 1981:99). 
(3) Principle of authenticity - the language that 
the student acquires through following the 
LSP course must be authentic; that is, it 
must be the language naturally generated by 
hislher special purpose. (Phillips 1981:lOl). 
(4) Principle of tolerance of error - errors of 
content.and of formal adequacy are to be judged 
as unacceptable only to the extent that they 
entail errors of communicative adequacy. 
(Phillips 1981 : 103). 
The principles of reality control, non-triviality, and 
authenticity will be adhered to in the materials by making 
all lectures in the form of content outlines. The actual 
lectures will not be written out in transcript form according 
to what a lecture is thought to be, but rather all lectures 
will be presented live, spoken spontaneously, as if giving 
a 'real' lecture. For a more concrete and uniform control 
of materials, lectures may be put on video tape, still 
abiding by the same rules of presenting a lecture from 
outline notes, and not using a word-for-word transcription. 
The'last principle, tolerance of error, will need to 
be put into practice by the classroom teacher. What this 
means in the context of lecture comprehension and note- 
taking is that linguistic form need not be corrected, except 
when it interferes with the communicative goal of interpret- 
ing the lecture, taking notes that interpret the lecture 
correctly, and taking part in activities based on the lecture 
or notes ( e .  g. discussion, test taking, essay writing). 
The materials for the course will be sequenced into 
four stages: 
(1) Stage One aims at training awareness of factors 
affecting lecture comprehension; 
(2) Stage Two aims at introducing students to the 
concept of judging the relative value of inforaation 
in discourse and noting the minimum number of words 
to represent the ideas and their relative value; 
( 3 )  Stage Three aims at introducing students to the 
logic of lectures so as to increase their predictive 
and evaluative abilities; 
(4) Stage Four aims at giving students the opporty-nity 
to practice the skills they have learned in less 
controlled and longer situations. 
Szage One exercises include transcripts of actual 
lectures with some incact and others with blanks for prac- 
ticing predictive skills. There are three activities 
involved in this stage. First, using transcripts of accual 
lectures, stude~ts cross out non-essential words, circle 
cues 05 emphasis or de-emphasis and cues to organization, 
and pinpoint context cues for figuring out unknown vocabulary. 
The following is a sample transcript with one possible 
interpretation of essential versus non-essential information 
and cue words: 
Lecture Transcript - Language 
of language.. 
@the sacioiogical or sociolinguistic way of looking at 
w 40 b e 3 a - w ~ ~  a +@*c? ??  
language . . .  from this point of view some linguists 
have come up with the idea that language is a game...*- 
-... each person who speaks in any 
particular language or any cornunity knows all ihe rules of 
tkLs game.. .- - , . . .  somebody who comes from 
a different one -& may not know all the rules 
<*. 7 ? '. 
so you nave some problems with comunication., now because 0 
we said language is a game doesn't necessarily mean that we 
play it for Fm . . .  we usually play ic for very serious reasons... 
. - ? 
most of the time.. i- - ... 
*.-. .but 
the rules . . .  no mazter what we do are very well defined ...- 
La', L 
usually in any use of language people are trying to accomplish 
. . 
something ..-.. that's why they talk . . .  
J U ~ L  L u  y u P  - ...&â‚¬ 
~ n g . ~ i c a l l l . s o m e  linguists 
=.LC eG oe,..\~b+-m 
have set up of accomplishing things . . .  we use 
language to describe ...- e worla L- . ,  
use it for is to tell people to do something.. .- - - 
cb&har... now we might not always s but we have wav%us ; -o-$.ht.A+.+ 
of telling people to do something.. way a third way 
is we use Language to tell people what we're going to do . . .  
. . .  1-  wc -G .%*L ge.. . o other way , . .one 
is to tell about.~f eelings. . . e- + I -  4 a s d ~  . -- L - &mu -
8 8 
7 7.7 
, '- 
. . @:;ie we have a i l  tgese 
differenz pcrpcses and you ?robably can think of ctller purposes 
with which we want t o  use language t o  win or accomplish what 
we want ins ide  kind of l i k e  a game tha t  way. 
=we 0+ s<mrnwu+ , cu\-&nb'-.*n 
h e  important consequence of t h i s  a c t i v i t y  i s  tha t  i t  
gets  students t o  be aware of the  ' t r i c k s '  the l ec tu re r  uses 
t o  indicate  what i s  important, what i s  unimportant, what 
s lhe  plans t o  say, how s lhe  plans t o  say i t ,  when s lhe  i s  
planning t o  end a topic or  begin a new one. A second 
important consequence of t h i s  a c t i v i t y  i s  t ha t  2-  gets  the 
students t o  be aware of how much i n  a l ec tu re  i s  redundanz 
or  without new information. In discussing t h i s  a c t i v i t y ,  
the teacher should point ouc how much of the  l ec tu re  i s  
devoted t o  paraphrasing, giving examples, giving fur ther  
explanation, appealing t o  the audience, and digressing. 
The second a c t i v i t y  involved i n  Stage One i s  the 
use of incomplete t ranscr ip t s  of ac tual  l ec tu res  i n  which 
students have t o  pinpoint cues and use logic  t o  predic t  
what could possibly be missing. A sample exercise with 
ac tual  responses given by two students ("A" and "B") 
follows : 
Incomplete Lecture Transcript - Language 
- 4.1 way 
. . .  now Language i s  a lso  l i k e  a game i n . a  13) nanxer of other 
A) ,games A ?  g~ rne  
3 )  ways . . . bas ica l ly ,  l i k e  a a )  ccnversz~ion you usually 
A) one 
need more than 3 )  tm person to play language . . .  
A) a per son  A )  t o  :he 
usually B) somebody talk to somebody else or B) s m e -  
A) 
5)boSy t z i k  t c  a group of people.. .sometimes you talk 
A) u n l i k e  
to yourself but that's more B) u n u s u s l  than usual except 
if you're thinking not outright ta1king..,it1s a game because 
A) u s l ~ a i l y  A) p l a y  
it's B) p u l e s  . . .  something that we B) ? l a y  together.. 
A) w i r h  03e A) f a c t o r  A) - 
3 )  - . . . another B) - it's like a 3 )  - 
A) p l s y  A) wt.0 i s  
is that the players B) - . . .  one person 5 )  - 
A )  a groz? of 
a new person comes into B) - . . .  three or four 
perscns are standing together they may all be playing . . .  one 
A) the o t h e r  
may leave and a substitute B) mzy come ir? . . .  so it's 
A) s e n s e  A) i r n p c ~ z a ~ t  
like a game in that B) way . . . B) zr.c:he~ thing is 
of course like 1-said, you're out to win something just like 
:he g o a l  . . .  we're usually 
A )  r e q u i ~ e d  
out to accomplish something . . .  something  tangible...^) - 
or something intangible, like emotional satisfactim . . .  
A) c 0 n c e ~ n k . g  
something to that effect ... OK . . .  another thing 8 )  + 2 0 ~ '  -- no 
P.) :z?.g.dzgs 
2 )  - i s  :hat everybody has h i s  o m  s t y l e  of  
A )  ?:a? A )  ? i&yers  have d i f f e r e n t  s t y l e s  
S )  c i s k g  zh5ags l i k e  B )  A goes t o  bed esrLy; 3 t akes  
of  ?:aying ganes 
. . 
a  3a:h a: x g n :  e t c .  j u s t  l i k e  
t h a t  some speakers a r e  very good a t  c e r t a i n  ways of speaking 
and have c e r t a i n  i nd iv idua l  s t y l e s  of speaking . . .  everybody i s  
A )  d i f f e r e n ?  
B )  s 2 e a k i n ~  i n  h i s  own s?vle nobody speaks t h e  
same . . .  a l s o ,  l i k e  a  soccer  p layer  o r  l i k e  any game p layer  you 
A )  s i m i l a r l y ,  you can choose your 
can change your s t y l e . .  . 3 )  - 
A )  s ~ y l e  of play 
B )  - . . .  so  s t y l e s  change a s  we l l  
a s  t he  f a c t  t h a t  each person has h i s  o m  s t y l e  . . .  a l l  r i g h t  and 
the  1 2 s ~  th ing  i s  t h a t  we have r u l e s  f o r  t h e  game . . . j  u s t  l i k e  
A )  l i s t e n  
we have r u l e s  now . . .  when I t a l k  you B) l i s t e n  t c  me 
un less  I g ive  yo& some s i g n a l  t h a t  says  i t ' s  t ime f o r  you t o  
t a l k  oz I s top  t a l k i n g  . . .  t h e r e  a r e  very d e f i n i t e  r u l e s  f o r  
A )  - 
n o t  i n t e r r u p t t n g  and R )  fi:=.tu7b . . .and f o r  a l l  k inds  of 
A )  - 
th ings  . . .  we a l l  know these  r u l e s  bu t  we probably 3 )  TSTJ 
t a l k i n g  about f o o t b a l l  you can say i t ' s  played i n  a f i e l d  so  
b i g  s o  wide you c a n ' t  k i ck  t h e  b a l l  o f f  t h e  f i e l d  . . .  i t  has 
A )  r u l e s  A )  r u l e s  
many B )  r u l e s  and everybody can l e a r n  those  3 )  -"~,-l 
and t e l l  us what they a r e  . . .  language i s  a l i t t l e  d i f f e r e n t  . . .  
A )  you e i g h t  
i f  I asked you for some of t h e  r u l e s  of  l a n g u a g e s )  vou m v  
A )  n o t  know how t o  expla in  it 
B )  no t  know how they work . . . b u t  
t h e r e  a r e  very d e f i n i t e  r u l e s  and we a l l  know what they a r e  . . .  
t h e  only  time problems come i n  i s  when you know Chinese or  
A)  know 
Korean r u l e s  and I know American r u l e s  and we d o n ' t  3 )  kr-ow 
A! each o t h e r  r u l e s  A )  problem 
B )  each o t h e r ' s  . . .  then  we have 3 )  31-i-iblern 
A )  communication 
and l ack  of B )  communication . w e  d o n ' t  know each o t h e r ' s  
A) r u l e s  A )  volleybal:  
B )  r u l e s  . . . f o r  example.. . i f  you know B) how t o  aiav '---' d c = ~ e t -  
A )  - 
~. - B )  b a l l  and you t r y  t o  p lay  w i t h  t h e  r u l e s  of 
A) you cannot play 
a soccer  game . . .  of course B )  vou cannc": k i c k  t h e  ball ir.-:o -3- 
A )  - 
B )  n e t  . y  o u ' r e  n o t  going t o  be  
a b l e  t o  accomplish what you want t o  accomplish . . .  s o  . . .  i n  terms 
of t he  s o c i o l i n g u i s t i c  way of looking a t  language . . .  language 
9 2 
-- 
i s  a  k ind of rule-governed behavcor . . .  of i n t e r a c t i o n  between 
.4) - A) - 
p e o ~ l e  . . .  l i k e  a E) game . . .  everybody knows t h e  E) r u l e s  
t h e y ' r e  mutually i n t e l l i g i b l e  . . .  we a l l  know wi th in  a given 
>.) - A )  - 
cornuni ty  we know what 3 )  t k e  m i e s  z r e  . . . 5) we 
knows how t o  play . . .  now the b i g  quescion f o r  you probably 
4.) i s  t o  
and f o r  me i f  I'm t r y i n g  t o  l e a r n  a language. .  . B) i s  it 
A) i e z r n  the r u l e s  of t h e  game 
3 )  ~ o s s i b l e  f o r  me t o  l e a r n  a l l  t h e  r a l e s  ? 
. . .  s o  p a r t  of t he  d e f i n i t i o n  . . .  we can say i s  a  rule-governed 
s o c i s l  behavior i s  one way of looking a t  language from a 
s o c i o l o g i c ~ l  k ind  of viewpoint .  
The t e a c h e r ' s  r o l e  i n  t h i s  a c t i v i t y  i s  t o  g e t  s tuden t s  
t o  see  what cues they used t o  p r e d i c t  what was coming. 7Where 
s tudents  c a n ' t  p r e d i c t ,  t h e  t eache r  can d i scuss  concepts of  
r e p e t i t i o n ,  pa ra I l e l i sm,  r e f e r e n c e ,  repea ted  o rgan iza t iona l  
p a t t e r n s  (such as  repea ted ly  making a statement and then 
comparing i z  t o  a sporzs  game), c l i c h e s ,  e t c .  A s  s t a t e d  
i n  t he  2 r i n c i p l e  of t o l e r ance  of e r r o r ,  t h e  teacher  need 
n o t  c o r r e c t  sturients o r  even provide answers except where 
t he  s t u d e n t ' s  answer i s  i l l o g i c a l  i n  t e r n s  of meaning. 
The t h i r a  a c t i v i t y  i n  Stage One i s  t o  show a video t a p e  
of a lecture (five to ten minutes) and have students note 
or discuss any non-linguistic or paralhguistic cues of 
emphasis or non-ezphasis they notice or hear. The goal is 
to get students to be looking beyond the words, not 
necessarily to come up with an uncontestable rule. 
Stage One serves to introduce students to the concepts 
of cues, organizational patterns, redundancy, and expansion 
by looking at transcripts--a concrete representation of the 
sounds and words that pass by quickly when spoken. In 
Stage Two, the students begin to listen, still noting cues, 
organizational patterns, redundancy, and expansion. They 
use this knowledge at this point to choose what to note, 
writing as few words as possible to express the most 
information, and to judge the relative value of information 
in the discourse. 
Stage Two has two main parts. The first one involves 
having students listen to one to three minute talks and 
having them note (or discuss) words that carry content--the 
minimum number of words usable to note the main idea in a 
form that represents visually :he relative iuportance and 
relation becween different points. These one to three minu:e 
segments are related and consecutive and make up part of a 
longer lecture. Two segments from a larger grouping on 
"earthquakes" foilow. The teacher giving these talks has 
the freedom of stopping and discussing at difzerent junctures- 
more often, if the students are overwhelmed; less often, if 
it seems too easy 
Stage Two Material 
1. -fiat I'd like to talk about today is earthquakes--what 
scientists know or think about the causes of earthquakes, 
what developments have occurred concerning the prediction of 
earthquakes. As you may already know, earthquakes are one 
of the most unpredictable of natural occurrences. Most 
often, they strike without xpecific warning. One such 
unexpected earthquake occurred in Italy in December 1980; 
another occurred in Algeria in October 1980. In 1976, an 
earthquake measuring 8.2 an the Richter Scale occurred 90 
miles southeast of Peking, killing as many as 650,000 people. 
This earthquake also had caught seismologists by surprise. 
It almost seems that at the present level of research, nature 
always surprises man. 
2. Even so, as time passes-, the earth's behavior - is becoming 
much less mysterious. Less than 300 years ago, as late as 
1750, the Bishop -of London told his followers that two 
recent quakes ha6 been warnings from an angry deity. Today, 
scientisis, thinking that they're somewhat closer to an 
answer, prefer another explanation. TLis explanation is known 
as the theory of plate tectonics (write an board). 
In talk number one, the teacher might begin by asking 
wnat ihe organization and goal of thaz section of the talk 
was. Students might bring up the idea that one of the goals 
was to outline the direction of the talk ("what I'd like to 
talk about today.. .'I) or to get people interested in the 
talk (by discussing the damage done by earthquakes), or to 
hint at the tone of the talk ("at the present level of 
research, nature always surprises man"). In terns of 
rhetorical organization, a student might bring up the idea 
that the lecturer makes a statement (''they strike wLthout 
specific warning") and then gives examples to back up that 
statement. 
The teacher might then proceed by asking students what 
notes they took or asking students to write their notes cn 
the board. The quality of notes should be judged on the 
basis of conciseness combined with accurate representation 
of imporzant ideas. For exaqle, for the section in talk 
number one, "What I'd like to talk about today is earthquakes-- 
what scientists know or think about the causes of earthquakes, 
what developments have occurred concerning the predLciion 
of earthquakes," one student writes (1) EARTHQUAKES . 
-- 
Causes Predicting 
Another wrizes (2) EAFXdQUAKES - what are causes? how to 
predict? Another writes (3) what scientists think about causes 
of eartnquakes, what developments concern prediciion of earzh- 
quakes? Teachers and students can see that the first repre- 
sentation is the most concise and also visually represents 
:hat the main to?ic is "earthquakes" with subtopics being 
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, , causes' '  and " p red ic t ion .  '.' I n  ad&Ltion, t h e  shape of t he  
no tes  ( t h e  column type approach) p r e d i c t s  ahead a l lowiag room 
f o r  l a t e r  informat ion t o  be incorpora ted .  The second 
r e p r e s e n t a t i o n  uses  a few more words and i s  n o t  a s  v i s u a l l y  
c l e a r .  The t h i r d  r ep re sen ta t ion  uses  way t s o  many words and 
does n o t  have any v i s u a l  emphasis. 
A t  t h e  end of t a l k  number one,  t h e  teacher  might ask 
the  s tuden t s  where they th ink  t h e  t a l k  i s  heading.  They 
w i l l  probably p r e d i c t  t h a t  t h e  body of t he  l e c t u r e  w i l l  
begin wi th  e i t h e r  t he  causes o r  p r e d i c t i o n  of earthquakes.  
The teacher  should accept any l o g i c a l  p o s s i b i l i t y .  The 
goal  i s  t o  have s tudents  f e e l  f r e e  t o  guess.  In s t ead  of 
going d i r e c t l y  i n t o  a l l  of t a l k  number two, t h e  teacher  may 
begin slowly wi th ,  f o r  example, only  t h e  f i r s t  sen tence ,  
a l lowing s txden t s  t o  modify t h e i r  o r i g i n a l  guesses.  Talk 
number two begins w i th ,  "Even s o ,  a s  time pas ses ,  t h e  
e a r t h ' s  behavior i s  becoming much l e s s  mysterious."  Af t e r  
asking whether t h e r e  a r e  any fu rzhe r  p red i c t i ons  of l e c t u r e  
d i r e c t i o n  o r  any modif icat ions  of previous p red icz ions ,  t h e  
- -  
t eacher  may p o i n t  ou t  t h e  cue "even so" ( a  cue t h a t  t h e  
fol lowing information i s  somewhat of a con t r ad i c t i on  of the  
previous s t a t e z e n t  t h a t  " nature  always s u r p r i s e s  man") o r  
t he  cue "as time passes" (a  r e f e rence  t o  time up t o  t h e  
modern day).  Students may be a b l e  t o  t h a t  t he  t a l k  
w i l l  continue about t heo r i e s  of earthqGake causes o r  pre-  
d i c t i o n  i n  t h e  p a s t  t o  t he  p r e s e n t .  The zeacher may now 
continue the rest of talk number two, and follow the same 
procedure of examining people's notes and discussing the best 
re7resentation. Again, at the end of talk number two, the 
teacher may ask for predictions concerning lecture direction. 
The second part of Stage Two is also involved in 
exzracting the essence from a talk--this time, not in the 
form of notes, but in the form of a two to three sentence 
summary of a five to ten minute talk. Zudgment of summaries 
is based on whether the student saw the general orzanizing 
principles of the lecv~re, eliminating the details. A sample 
lecture followed by examples of student s-aries follows: 
Lecture: Understanding Headaches 
Introduction: Headaches can be debilitating, socialiy, 
physically, and psychologically 
General causes of headaches: disease of sinuses, 
teeth, eyes, brain, infections, injuries, etc. 
14any types of headaches 
I Causes and treatrrient of specific types of headaches 
A. tension headache - due to muscle contraction brought 
on by anxiety, stress - treatment by lying down, 
relaxing, hot showers, heating pads, aspirin 
B. withdrawal headache - due to body cells getting csed 
to substances such as caffeine, nicotine, alcohol, 
an6 :hen getting inadequate suppiy - treatinent by 
high fluid intake - otherwise will go away over time 
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C .  M i g r a i ~ e  headache - believed to be t i e d  t o  blood 
vessels  i n  head opening and closing - most painful  - 
+- LLeatmen~ by a sp i r i n ,  codeine, see doctor 
I1 How to  t e l l  i f  neadache i s  ser ious - when to see doctor 
A .  i f  d i f fe ren t  pa t tern  from usual headache 
B.  i 5  t i e d  t o  other trouble (e .g .  f ever ,  dizziness) 
C .  i f  headache i s  associated with seizures 
D. i f  headache follows a head injury 
I11 Which pain medicine i s  bes t?  
A .  asp :in 
B. buffered asp i r in  
C .  decongestants 
Sample summaries : 
(1) There are  three kinds of headaches: tension,  with- 
drawal and migraine. You should t r e a t  them by 
seeiEg a p h y s i c i a ~  and finding the r i gh t  cure f o r  
each headache. 
(2) The lec tu re  t a lks  about what causes a  headache. It 
-- 
explains the differences and what (1) tension, (2) 
withdrawal, and ( 3 )  migraine headaches a re  and how 
one snould t r e a t  them. The t a l k  explains what a  
serious headache i s  and how one should seek advice 
from a doctor or  which medicine i s  best  t o  use fo r  
an everyday headache. 
In  summary number one, the student noticed the  o rganking  
point of talking about three kinds of headaches but did not 
not ice tha t  the causes and treatments fo r  each one of them was 
discussed. In  addit ion,  she had misinterpreted the l ec tu re ,  
s t a t h g  that  they should a l l  be t rea ted  by seeing a physician. 
She a l so  rnLssed two other subsections of the lecture--how 
t o  t e l l  i f  the headache i s  ser ious and what pain r e l i eve r  t o  
use. The second summary, on the other  hand, avoids the 
d e t a i l s  but gives a concise descript ion of the general 
orsanizat ion of the t a lk .  
A t  t h i s  point i n  the course, lec tures  containing informa- 
t ion  of a s t a t i s t i c a l  nature and pract ice  noting numbers might 
be included. In  preparation fo r  t h i s ,  p rac t i ce  i n  l i s t en ing  
t o  numbers i n  i so l a t i on  may be introduced. Later ,  lec tures  
containing a l o t  of s t a t i s t i c s  should be used so t ha t  students 
can use a l l  of the  s t r a t eg i e s  avai lable  fo r  in te rpre t ing  
s t a t i s t i c s  (expectations, redundancy, e t c . ) .  
The goal of Stage Three i s  t o  introduce students t o  
the overa l l  discourse of l ec tu res .  In  order to introduce the 
concept of discourse coherence ( the manner i n  wl-.ich dif5erent  
speech ac t s  a re  strung together) ,  t h i s  stage begins by taping 
a l ec tu re  and ?laying i t  back l i n e  by l i n e  (or two l i ne s  a t  
a time) constantly stopping and asking: Where i s  the speaker 
heading ( in  a general sense)? What w i l l  come next? How 
do you know? Is t h i s  important information? The following 
demonstrates an ideal ized in te rac t ion .  (In the classroom, 
t he  t e a ~ l e r  would most l i k e l y  g ive  more c lues  t o  e l i c i t  t he se  
i deas  and would probably g ive  many of h i s j h e r  own ideas  
concezning a n a l y s i s . )  
Lecture  S e p e n t  Teacher-Student I n t e r a c t i o n  
L e t ' s  t u r n  t o  T: Where i s  t h e  speaker heading? 
t h e  Tao Te S :  H e ' l l  l ~ o k  a t  what ' s  i n  t h e  book . . .  
i t s e l f .  . . t h e  ideas  i n  t he  book ... 
T : L%at w i l l  come next?  
S :  one main i d e a  from t h e  book? the  
f i r s t  page of t he  book? the  book's  
o rgan iza t ion?  
T :  How do you know? 
S: " turn  t o  t he  book i t s e l f " .  . . so  h e '  s 
n o t  t a l k i n g  about t h e  b a c k g r ~ u n d  of 
t he  book . . .  he  wants t o  look a t  t h e  
content  of  t h e  book ... 
T :  I s  t h i s  important  informat ion? 
S: Yes . . .  t he  l e c t u r e r  i s  t e l l i n g  us h i s  
focus . . .  d i r e c t i n =  our a t t e n t i o n  . . .  
no7 . . .  t he  c e n t e r  T :  b l e r e  i s  zhe speaker heading? 
of ch i s  book i s  S: he wants t o  t a l k  about what "Tao" 
iri ch i s  word means. . . w a n t s  t o  ca lk  about how whole 
"Tao" ( m i t c e n  on book r e l a t e s  t o  "Tao" 
board) . . . chLs i s  T :  w i l l  come nex t?  
the  h e a r t .  . . S : a d e f i n i t i o n  of "Tao"? . . .what "Tao" i s ?  
T :  How do you know? 
S: he uses  words l i k e  " center" ,  wrote 
,, t he  word on the  board . . .  s t r e s s e s  thLs 
i s  t h e  hear t ' '  
T :  I s  t h i s  important  informat ion? 
S:  yes . . .  f u r t h e r  subca tegor izes  t o p i c  
from Tao Te Ching t o  "Tao" 
s o  . . .  i f  you can T: Where i s  t h e  speaker heading? 
know what t h i s  S:  ... how can you know what this word 
word i s  t r y i n g  means. . . 
t o  s ay .  . .and the  T :  What w i l l  come n e x t ?  
way you know i t  S :  he says  t h e  way i s  by s i t t i n g  
i s  n o t  by s i t t i n g  down and i n t e l l e c t u a l i z i n g  . . .  must 
down and i n t e l -  be by f e e l i n g  . . .  
l e c t u z l l y  grasp- T :  How do you know? 
ing .  . . S: f i r s t  he says  we gg know what "Tao" 
i s  bu t  then he t e l l s  us how n s  t o  
f i n d  ou t  ... he must i n t end  co t e l l  us  
l a t e r  how we can f i n d  o u t . .  . 
T:  I s  t h i s  important  informat ion? 
S:  maybe . . .  i t  seems t h a t  che impozzanz 
inforination w i l l  come . . .  t h i s  i s  
l ead ing  UP t o  i t .  . . 
t he  way you know T:  Winere i s  t h e  speaker heading? 
i s  t h e  way of S: h e ' s  going t o  t e l l  a  s t o r y  about 
l e t t t n g  go. . , ,S l e t t i n g  go" and r e l a t e  t h a t  t o  t he  
you remember the Tao Te Ching.. . 
famous story I T: What will come next? 
told you about S: a story about "letting go". . . 
the professor who T: How do you know? 
came to the S: he asks students if they remenber.. 
Zen monk. . . just in case they don't, he'll 
probably retell it . . .  also "the way 
you know is the way of letting go" 
is important information . . .  he wants 
to stress it by giving examples and 
expanding on the idea. . . 
T: Is this important information? 
S : "the way you know is the way of 
letting go" is very important . . .  the 
story is just support . . .  
The remainder of the materials and activities for 
Stage Three involve lectures printed in outline form, 
grouped under six different rhetorical headings: (1) define/ 
-. 
describe, (2) deductive/hypothesis-proof, (3) inductive, 
( 4 )  enunerative/exeinplification, (5) chronological/historical/ 
process, and (6) classification. Each rhetorical heading 
begins with a description in outline form of that rhetorical 
pattern. In addition, for each rhetorical heading, there 
is a list of sample cues or vocabulary applicable to that 
style. For each heading, there is a choice of lectures, 
varying in length, topic, and lexical complexity. However, 
because the lectures are in outline fom, the teacher giving 
the lecture has the freedom to make the lecture more or less 
difficult by alterixg hislher style of speaking, speed of 
speaking, number of tangents, choice of vocabulary, amount 
of redundancy, etc. Lastly, as a means of contextualization, 
each lecture begins and ends with discussion questions. At 
the beginning, these discussion questions serve to give the 
student the cultural background knowledge required for 
understanding the lecture. At the end, the discussLon serves 
to tie the talk together and give it personal relevance, 
applykg it to other areas and ideas. 
For each style, a sequence might be as follows: 
Lecture one (of that style) - ten minutes; listen 
without note-taking; summarize orally or 
in writing; discuss organization of lecture; 
listen to the same lecture again; take notes 
and compare in groups; have groups rewrite 
notes into a format in which the hierarchy 
of information is visually clear. 
Lecture two (of tha: style) - (optional) - ten minutes; 
analyze the lecture line by line; disc-JSS 
clues that tell the student how to organize 
this lecture on paper and in hislher head; 
with each line, discuss what might be noted 
or what might follow. 
Lecture Three (of tha t  s t y l e )  - ten t o  f i f t e e n  minutes 
(possibly including tangents) ; l i s t e n  
and take notes ;  co l lec t  notes;  do exer- 
c ises  based on content or  discuss notes.  
Black's (1971) hierarchy of l i s t en ing  exercises and s i tua t ions  
ranked from l e a s t  d i f f i c u l t  to  most d i f f i c u l t  (discussed on 
pages 44-5 above) would be useful  c r i t e r i a  f o r  judging 
exercise sequences and lec tu re  presentation s t y l e .  
A t  t h i s  s tage ,  the teacher might s t r e s s  tha t  lec tures  
ra re ly  f a l l  in to  any one cstegory of rhe to r ica l  s t y l e .  
Rather than giving the student s e t  ru les  of l ec tu re  discourse, 
the teacher i s  giving the student some ins ight  i n to  the 
underlying processes of lec ture  coherence. It i s  through 
exposure t o  these s ty les  i n  comparative i so l a t i on  tha t  the 
student w i l l  more eas i ly  see the d i f f e r en t  s t y l e s  i n  a 
longer, l e s s  organized lec ture .  
Samples from the chapter "Inductive Style" follow: 
Inductive Organizational Style Outline 
(Introduction):  
Statsment of intenaed topic:  
Anecdote(s), na r ra t ive  (s)  , t e s t  descript ion(s)  , observation(s) 
based on above tap ic :  
Conclusions based on the above anecdote(s),  na r ra t ive (s )  , 
t e s t  descr ip t ion(s)  , observation ( s )  : 
~~~ary of points  covered): 
Sample Vocabulary Cues For Conclusions i n  the  
Inductive Organizational Pat tern 
Thus, 
Therefore, 
As a conclusion, 
To conclude, 
demonstrates 
implies 
Taking a l l  of t h i s  Lnto account, 
- - 
1 Based on X 
(1f we examine X more closely IJ 
It i(c;;ar obvious \ t h a t  
easy to see 
What we have seen i s  tha t  
What t h i s  demonstrates i s  tha t  
What t h i s  shows i s  t ha t  
-f iat  can we conclude? 
What does t h i s  show? 
Sample Lecture i n  the Inductive Style 
Pre-Lecture Discussion: What do you know about the changing 
ro l e  of women i n  the U .  S. ? What 
about i n  your countries? Is the  
trend good or  bad? How do YOU 
personally f e e l  f o r  yourself or  your 
wife? 
- -  
Introduction: many opinions about changing ro l e  of women; 
of ten  an emotionally charged subject ;  
women now fee l  t ha t  they have control over the 
d i rec t ion of t h e i r  l ives  but t h i s ,  too,  may 
cause con f l i c t ;  
i n  f a c t ,  some people say t h a t  women's iLberation 
puts more s t r a i n  on women than ever before; 
i n  any case, women now must often decide a 
major question: Should I work/pursue a 
career?  O r  should I s tay  a t  home and r a i s e  
a fainily? O r  should I do both? 
I Should a woman work, s tay  home, o r  do both? 
A .  One fac to r  t o  take i n to  account when making t h i s  
decision--which i s  emotionally and physically more 
benef ic ia l?  
1. Physical 
a .  Previously, it was thought t ha t  men's higher 
hear t  a t tack r a t e  was due t o  t h e i r  working, 
usually i n  more s t r e s s f u l  jobs than women 
b. Now, however, with 50% of women i n  job market 
and s t i l l  an uneven hear t  a t tack r a t e - - th i s  
theory has l o s t  c r e d i b i l i t y  
c. In  February 1980 ,  a t e s t  showed tha t  women who 
have joined the work force appear t o  be a t  no 
greater  r i s k  than non-working women (for  
-- 
hear t  disease) 
2 .  Emotional 
a. a study done a t  three  un ivers i t i e s  and colleges- 
par t ic ipants  
(11 compared working women who a re  o r  who have 
ever been marzied'and housewives 
(2) employed women (mean age 33) ranged from 
secretaries to professionals and 
executives 
(3) most of women in both groups were 
college, educated 
(4) for purposes of another part of study, 
most were in consciousness raising 
groups 
b. Procedure 
(1) test was designed to study who was 
emotionally stronger 
(2) emotional strength = degree of psych- 
ological distress to which someone 
reacts to a life crisis 
(3) criteria for judging psychological 
distress 
(a) anxiety 
(b) irritability 
(c) somatic complaints 
-- (d) depression 
(e) problems in thinking and 
concentrating 
c Results 
(1) Though housewives generally experience 
lower levels of stressful life events 
I 
than employed women, they seem to react 
to life crises with more psychological 
I 
I 
d i s t r e s s  than employed women. 
(a)  employed women hzve more s t r e s s -  
f u l  s i t u a t i o n s  i n  t h e i r  l i v e s - -  
both  a t  work and i n  t h e i r  
marriages 
(b) employed women show fewer s igns  
of psychological  d i s t r e s s  
I1 Conclusions 
A. t h e  t e s t  seems t o  imply t h a t  employment may equip 
women b e t t e r  f o r  coping wi th  s t r e s s f u l  l i f e  events  
than does s t ay ing  at home 
B.  t h e  r e sea rche r s  cau t ion  t h a t  o t h e r  f a c t o r s - - s o c i a l  
c l a s s ,  job status--may c o n t r i b u t e  t o  t h e s e  d i f -  
fe rences  
1. the  r e s u l t s  may apply only t o  c e r t a i n  types of 
women i n  c e r t a i n  s i t u a t i o n s  
Discuss ion:  Does t h i s  experiment sound l o g i c a l  t o  you? Do 
you see  anything wrong i n  t he  methodology of t h e  experiment? 
- -  
Do t h e  conclusions seem l o g i c a l  t o  you? Why? 
Vocabulary: 
t r e n d ,  an emotionally charged s u b j e c t ,  s t r a i n ,  s t r e s s ,  t o  
l o s e  c r e d i b i l i t y ,  t o  be  a t  no g r e a t e r  r i s k ,  consciousness 
r a i s i n g  group,  d i s t r e s s ,  l i f e  c r i s i s ,  c r i t e r i a ,  a n x i e t y ,  
i-n - - - a b i l i t y ,  - somatic/psychosomatic complaints ,  depress ion ,  
cope with life events 
Comprehension Exercises 
1. In one or two sentences, summarize the essence of the 
lecture. 
2. How did the researchers define "emotional strength"? 
3. What criteria did the researchers use for judging 
"psychological distress"? 
4. True or False? 
a. The test compared working -domen who have never been 
married and housewives. 
b. The working women were generally professionals and 
executives. 
c. Host of the working women in the test were college 
educated while most of the housewives were not. 
d. Employed women experience more stressful events in 
their lives than housewives (according to the test). 
e. Housewives show more signs of psychological distress 
when reaching to life crises than employed women. 
f. The test seems to show that employment has negative 
effects on a person's mental health. 
g. The researchers feel that this research applies :O all 
women. 
5 .  Write a one page essay on e i t he r  of the following topics .  
a .  This t a lk  concluded with the idea tha t  employment 
may equip women betcer to cope with l i f e ' s  s t r e s s  
than i f  they had stayed a t  home. Yet, nowhere i n  
the  t a l k  are  reasons gtven as t o  w* t h i s  might 
be so. I f  the  conclusion sounds log ica l  t o  you, 
discuss some of your own hypotheses as t o  w& 
employment equips womep b e t t e r  t o  cope with l i f e ' s  
s t r e s s .  
b. This t a lk  concluded w i ~ h  the idea  t ha t  employment 
may eqcip women be t t e r  to cope with l i f e ' s  s t r e s s  
than i f  they had stayed a t  home. Does this sound 
logical  t o  you? I f  no t ,  discuss your doubts and 
skepticism about the  experiment. Discuss some 
of your own hypotheses as t o  why employment does 
or  might n s  equip women t o  cope b e t t e r  with 
l i f e ' s  s t r e s s .  
Note-taking Act iv i t i e s  
1 .  In  order of impor:ance, note the d e t a i l s  t ha t  you 
remember or  wrote, 
2 .  I f  you were t o  rewri te  your notes,  how-might you concisely 
wri te  them so t h a t  important points stand out and 
im?ortant re la t ionships  a r e  c lea r?  
or  
-
(s) uo?azuasqo ' (s) uo-gd~xasap 
lsal ' (s) a~yzxx-eu (s) aa.opaauz 
aAoqz aqa uo pas~q suo?snpuo3 
a~coa aA0o.z uo paspq 
(s)uo~~z~xasqo ' (s)uo~~d?xasap 
lsa1 ' (s) a~?l~xxzu ' (s) alopaaq 
~;doa papualu; 30 luamaazls 
(uo?2anpoxluI) 
sa~ OK a~L2s ~zuo;2~z~uzZxo a~?lznpu~ 
how best to present essay answers. Practice in raising 
questions for discussion and taking part in discussions or 
?reparing a case for a de~aze based on the content of the 
lectures can also be classroom activities. 
Stage Four gives the scudents op~ortunity to practice 
skills of listening and note-taking in less controlled and 
longer situations. At this stage, lectures are not grouped 
into discourse styles. A sequence for lecture presentation 
might be as follows: 
(1) listening without note-taking--imediate recall of 
subject and details for later discussion. 
(2) listening with optional note-taking. Context should 
be given and listen5ng strategies and note-taking 
styles apprapriate for that context should be 
discussed (e. g .  "You are in an anthropology class 
in which the professor stresses the general princi- 
ples discussed in class and is not terrible concerned 
with specific examples."). Discussion, :*st-ta~in;, 
or comprehension activities follow. 
(3) section by section listening with class discussion 
of organizat<onal style, cues, notes, etc. Stress 
the interplay of organizations: patterns. 
( 4 )  listening and note-taking vith group work in re- 
miring. Discussion and coqarison of notes. 
it is at this stage that different me6ia might be ased such 
as slides, video tapes, and film. In addition, different 
lecture sizuations and styles may be simulated: in a large 
lecture hall or a classroom; giving a lecture with or with- 
out allowing audience interruption; giving a highly organ- 
ized lecture or giving a lecture with nmerous tangents, etc. 
At the end of these four stages, the student should be 
able to carry out the following skills detailed in the 
listening comprehension, note-taking, and production syl- 
labus for advanced ESL students on pages 77-83 above: 
I. Listening to lectures 
A. The student should be able to differentiate 
between main points and less important points. 
3. The student should be able to follow the speak- 
er's train of thought and organizational pattern. 
C. The student should be able to make reasonable 
predictions about future discourse. 
3. The student should be able to comprehend 
vocabulary and idioms in context. 
11. Note-taking 
4-l. The-student should be able to take lecture notes 
for a variety of different purposes. 
B. The student should be able to take notes from 
a variety of lecturer styles. 
C. The student should be able to take notes in a 
variety of lecture environments. 
D. The student should be able to rewrite haphazard 
notes so as to represent the organizazion of the 
lecture and make it clear for future reference. 
CHAPTER V 
CONCLUSION 
The syllabus and materials presented in this thesis 
attempt to incorporate four areas of research: (1) the 
pedagogical concepts concerning teaching lecture conpre- 
hension to NSs znd NNSs; (2) the theoretical concepts 
explored in the field of psycholinguistics; ( 3 )  lecfxre 
discourse analyses; (4) the results obtained from a needs 
analysis concerning the listening comprehension, note- 
taking, and production needs of university students. 
In terms of skills to be developed, the syllabus 
attempts to expand the XNS's knowledge of the phonemic, 
syntactic, semantic, and paralinguistic codes of the language 
of academic lectures. It attempts to expand the NNS's 
abilities to comprehend the lecturer's logic and make 
associations, inferences, and evaluations that need to be 
made, whether as a function of the rhetorical structu~s of 
the lecture or as a function of the cultural backgro~nd 
assumed in the lecture content. It attempts to reduce the 
WS's time of processing by an awareness of repetition, 
paraphrase, overall discourse style, cues to prediction of 
content, and cues of emphasis and de-emphasis. 
Studies in the discourse of lectures provide the teacher 
with an awareness of what might be taking place during lectzre 
discourse and can serve as guidelines to classroom teaching 
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with the assumption that "identifying strategies of inter- 
pretation can both serve to elucidate discourse as well as 
acc as a language learning objective" (Candlin 1978:40). 
These strategies of interpretation include awareness of 
cohering and cohesive devices of lectures (lexical, syntactic, 
and paralinguistic) as well as an awareness of devices that 
serve to emphasize information (lexical, syntactic, para- 
linguistic, and organizational cues). It should be noted, 
however, that the teaching of lecture comprehension cannot 
be accomplished solely by analyzing the strategies of 
listening. Input and practice must be extensive, with 
discussion of strategies serving to facilitate and impose 
order on incoming information. 
Studies in the cognitive processes involved in lecture 
comprehension and note-taking are further removed from 
actual classroom interaction than the discourse analyses and 
skill-based analyses of lecture comprehension and note-taking. 
However, models of comprehension such as "schema" models, 
"analysis by synthesis'' models, and "depth of processing*' 
models do provide the teacher with 2 knowledge of why s/he 
is teaching what slhe teaches. Hypothesizing that comprehen- 
sion involves mapping incoming information against some schema 
presupposes that the listener's schema is compatible or 
flexible enough to incorporate the lecturerrs schema. Hypoth- 
esizing that comprehension is 2 process of analysis and 
hypothesis finding and testing suggests the importance of 
guessing and predicting when listening to lectures. An 
awareness of how culture may affect the mapping process or 
the hypothesis finding and testing process suggests the 
need to expand the NNS's cultural awareness by giving context 
to topics and elucidattng various assumptions that XSs 
would make while listening to a lecture. 
In terms of actual materials, the syllabus stresses 
realism and relevance to the student's academic situation. 
For this reason, outlines of lectures to be presented 'live' 
by a lecturer are used rather than using tapes or lecture 
transcripts. In this way, the language, the cues, the 
kinesics, and the many haphazard performance features of 
live leczures (pauses, hesitations, false scarts, etc.) are 
guaranteed to be realistic. To further stress the realism, 
aids to lecture comprehension (handouts, review sheets, oral 
summaries, outlines on the board) should accompany lecture 
presentations. Exercises are varied, some focussing on 
loc2lized comprehension, others, on global comprehension. 
Within the global comprehension exercises, tasks vary from 
answering truelfalse questions about concrete examples to 
making inferences to answezing essay questions incor?orating 
outside knowledge. 
Note-taki3g is taken to be a by-proauct and a manifesta- 
tion of interpretive competence. In or'dez to take notes, the 
XNS needs all of the skills involved in listening mentioned 
above, and, in addition, needs further time for evaluating 
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what needs to be noced and judging how best to represent the 
material visually so that the hierarchy of information is 
clear. The syllabus attempts to practice and develop these 
skills by adding, along with listening strategies, other 
strategies specifically applicable to note-taking: using 
cues of emphasis; using symbols and abbreviations that 
simplify representing ideas and words; using organizational 
short cuts that visually represent what information is 
important or less important (outlines, indentation, 
categorization, etc.). 
The syllabus and materials suggested in this thesis 
cannot, at this point, be evaluated empirically in terms of 
effectiveness in increasing lecture comprehension and note- 
taking skills in the classroom. Murphy and candlin (1979: 
68-71) do, however, suggest some criteria for evaluating 
lecture comprehension and note-taking materials and syl- 
labuses. 
(1) Is each text for use a 
piece of spoken dis- I 
course? 
Proposed Syllabus and Materials 
Yes. Transcripts used in Stage 
One are used as a vehicle to I 
understanding authentic lec- 
tures. After Stage h e ,  all 
I 
lectures are presented live 
or spoken from outlines or on 
- 1 
video tape. 1 
(2)  Is there accoqanying 
visual material? 
( 3 )  Do the materials 
simulate the role/ 
place of a lecture 
within the academic 
study scheme? 
Is there provision in 
the syllabus for teach- 
ing and giving practice 
in reference, conjmctio~ 
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Depends on teacher. It is 
suggested in the syllabus 
that teachers incorporate into 
their lectures the sane aids 
used by subject matter teach- 
ers (e.g. handouts, outlines 
on overhead projectors, 
diagrams). 
Yes. R e  syllabus stresses 
that activities based on the 
lecture content need to be 
done in order to avoid the 
practice of confusing listen- 
ing and testing. l3es.e 
activities should be based on 
demands that would normally 
be found in the academic 
environment which include 
taking quizzes, writing essays, 
asking questions to stimulate 
discussion, taking part in 
discussions, and debating. 
Yes. The syllabus stresses 
focussing attention on lecture 
discourse which includes these 
aspects of cohesion. By 
substitution, and 
ellipsis? 
(5) Is there provision 
for teaching and I 
practice in recog- I 
nition of discourse I 
features and their I 
counnunicative function: I 
moves of focussing, I 
describing, concluding, 
etc., acts such as the 
marker, conclusion, 
aside? 
(6) How is note-taking 
integrated with other 
elements of the course? 
What provision is made 
for teaching it? ("The 
teaching of this skill 
will need to progress 
through various stages, 
from guided exercises 
to free ones ...p ractice 
in reducing the 
analyzing discourse in 
segments or through tran- 
scripts, rea1Lsti.c practice 
is attained. 
Yes. As with the cohesive 
devices mentioned above, the 
syliabus also stresses 
cohering devices and how the 
-e are parts of the lectu  
put together rhetorically. 
Note-taking is integrated into 
the syllabus as both a by- 
product of interpretive compe- 
tence and a manifestation of 
interpretive competence. It 
is introduced in a sequenced 
manner beginning with noting 
the minimum number of words 
in the most concise representa- 
tive form to express a 30 
second segment of speech. 
redundancy of the 
recorded message; use 
of abbreviations and 
signs . . .  learning to 
exploit lulls, pauses, 
asides to record the 
notes', reinterpretation 
of the notes. . .") 
12 1 
Learning how to use cues, 
predictions, pauses, etc. is 
gained through stopping 
lectures at varying points and 
discussing notes, and reasons 
for noting. Note-taking is 
not seen as the essence of 
the syllabus, but is rather 
perceived as an important 
academic skill. 
Further research and evaluation do need to be done 
concerning points mentioned in this thesis and the syllabus 
and materials. First, it still has to be empirically proven 
that analysis and awareness of strategies of listening can 
lead to better listening. Research comparing two groups-- 
one given instruction and guidance in analysis eventually 
leading co listening to full lectures; the other, given only 
equivalent times of exposure listening to lectures--could tell 
-- 
more about whether learning to listen is a matter of exposure 
or a matter of strategy development. 
Even if the need for strategy development is acknowledged, 
research needs to be done into whether these strategies are 
teachable and also whether and how these "strategies differ 
with NNSs of different languages. Some'questions that need 
to be answered are: Do all literate people have approximately 
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the same schema for listening to lectures? Is there a 
lecture schema? If so, what exactly is it? Do lecture 
schemas vary from culture to culture? Can analyses of notes 
made by NNSs help define some of the problems of misinterpre- 
tation and clarify what types of schemas are used? Will 
teaching of cues and the organization of lectures be of use 
to the NNS when listening? Are schemas so ingrained that 
awareness of new schemas will only be of analytical concern 
but of little relevance when processing information? In 
terms of giving cultural background and information and 
cultural frames for topics, are those skills that can only 
be gained by direct experience and time in the culture? 
This thesis is an attempt to provide a syllabus that 
would not only practice but would also teach. The exercises 
and sequencing are based on theories of what occurs when 
listening, yet no empirical tests have been done to determine 
which strategies and exercises are, in fact, used by and use- 
ful to the student when s/he listens to lectures and takes 
notes. The syllabus does, however, provide the student with 
a stronger base in knowing what s/he needs to do when listen- 
ing and note-taking, and provides the teacher and students with 
a clearer view of the ultimate goal and the stens and reasons 
for each step leading to that goal. 
Appendix A: Needs Analysis Questionnaires 
Form A: FOR DEPARTMENT CHAIRPERSON 
LISTENING COMPFSXENSION AND NOTE-TAKING NEEDS OF STUDENTS 
AT THE lJI?IVERSiTY OF HAWAII AT IWiOA 
DEPARTMENT CHAIRPERSOX 
1 Graduate 1 Undergraduate 
Total majoring in dept. (as 
of -Fall 1981) 
* 
Total foreign students major- 
ing in dept. (as of Fall 1981 
Total nuuber of students 
taking courses in dept. (as of 
Fall 1981) 
* 
Total number of foreign 
students taking courses in 
dept. (as of Fall 1981) 
Among the courses offered by your department, approximately 
what percentage are: 
t Graauate Undergraauate 
100% lecture (in a large 
lecture hall)? . 
lecture (in a large lecture 
aall) plus lab? 
approx. 75% classroom 
I 
lecture; 25% class discussion? 
Bpprox. 25% classroom 
lecture: 75% class discussion? 
JOOX class discussion (seminar 
* Do not include native speakers of English under heading 
'foreign student' (e.g. from U.K., Australia, etc.) 
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I f  the above divisions a re  not  applicable t o  your department, 
how would you best  describe the breakdown of courses offered 
by your department? 
Graduate : 
Undergraduate: 
Graduate Undergraduate 
Approx. how many students a re  
there  i n  one l ec tu re  sect ion 
( in  a large  h a l l ) ?  
Approx. how many students a re  
there i n  one classroom lec tu re  
sect ion? 
- 
Approx. how many students a re  
there i n  one lab  sect ion? 
I 
Approx. how many students are  
there  i n  one seminar sect ion? 
Adaitional corments about c lass  s i ze  not  covered above: 
Corments about foreign s tudents '  needs, preparation, e t c .  i n  
your department (especial ly i n  terms of l i s t en ing  comprehension 
and note-taking a b i l i t y )  : 
FOR3 B: FOR TEACHING STAFF 
LISTENING COPPREHENSION AND NOTE-TAKING NEEDS OF STUDENTS 
AT THE TJNIVE~ITY OF HAWAII AT MANOA 
DEPARTMENT X h l E  
Description of courses presently teaching: 
For the following questions, if individual courses vary, please 
specify course numbers. 
How would you describe each of the above courses in terms of 
percentage of time devotkd to teacher lectures, percentage 
of time devoted to studefiz presentations, percentaze of 
time devoted ,to class dissussion? 
1. Do you require active class pzrticipation? - Yes 
a mininum 
Num~er or fore13 
Students 
- 
-
amount of 
partici~ation 
is sufficient 
No 
- 
Can a student pass your course without.takL~g 
part in class &:scussions? - Yes 
- 
No 
i 
Number of 
Students 
Other? 
(Specify) 
Hours / 
Week 
Course 
Number 
Class 
Discussion 
Grad. or 
Undergrad.? 
Student 
Presentations 
Course 
Number Lectures 
Yes 2 .  Do you require student presentat ions? - 
No 
I f  so ,  please describe the number, t y p e T e n g t h ,  and 
expected p r e p a r a t i o ~ .  
3 .  i s  i t  necessary fo r  students t o  take detai led notes i n  
yo-ar c lass?  - Yes 
- 
No 
I f  no t ,  what kind of notes ( i f  any) do the students need 
t o  take? \Thy might they not need deta i led  notes? 
4. Do you give handouts t o  your students summarizing the  
main p o ~ n t s  of a l ec tu re?  - Yes. For a l l  
l ec tu res .  
- 
Often 
Occasionally. 
- For exceptional- 
ly  nard or  impor- 
t an t  l ec tu res .  
Rarely 
- Never 
- 
5 .  Do you use any method to  help your students receive from 
a l ec tu re  or discussion what you w a n t  them t o  get  (e .g.  
v i sua l  a id s ,  ou t l ines ,  review sheets ,  an o r a l  summaq 
a t  the end of a l ec tu re )?  Please explain any method 
used and the frequency of use (often,  occasionally,  
r a r e ly ,  never, always). 
6 .  Do you wr i te  e s sen t i a l  points on the  blackboard? 
Yes. Always 
- 
- 
Often 
.. 
- 
Occasionally. For 
e x c e ~ t i o n a l l y  hard 
or  i b o r t a n t -  points.  
Rarely 
- Never 
- 
7 .  Do you use movies or  video tapes i n  your c lass?  Specify 
which. - Yes. Often 
- Occasionally Rarely 
- Never 
- 
If a student read and understood the text for your course 
but did not follow lectures or class discussions, could 
s/he pass your course? Yes. 
- 
- Yes, but the student 
will have missed so 
much that slhe can 
only pass minimally 
(a 'Dl) 
No. 
- 
Rate the following skills in terms of their importance 
for success in your course (with '1' being the most 
important). 
- Reading Comprehension 
- Writing 
- Listening Comprehension and Note-taking 
- Speaking 
10. What is the minimum listening comprehension and note- 
taking competency you expect from your students? 
11. What aspects of listening comprehension and note-taking 
do you think it would be most important for the ELI to 
work on in the ELI listening comprehension classes? 
Put a check nexz to those skills you think would be 
essential for success in your class. 
Put a 'l', '2', ' 3 ' ,  and '4' next to the -- four most 
essential skills for success in your class. 
- Hearing the main idea of long talks (20+ rain.) without 
note- taking 
- Understanding everyday conversational English 
- Understanding speech where the speaker is not present 
(movies, tapes, radio, etc.) 
- Comprehending main points and less important points 
without note-taking 
- finderstanding different speakers (accents, speed of presentation, etc.) 
- Understanding statistics and writin? them down 
- Listening to and participating in d~scussions without 
note- taking 
- Organizing ideas into well writZen notes 
- Listening , note- taking, and participating at the same 
tine 
- Learning test-taking skills 
- Learning how to give presentations 
 Following the speaker's train of thought or organization 
- Being able to request clarification from the teacher 
- Being able to raise questions and ideas that would 
generate discussion in class 
- 
0 ther 
12. Of the foreign students you have had or have in your 
classes, what do you think their largest obstacle was 
or is in terms of listening comprehension, participation, 
note-taking, etc.? 
13. Additional comments : 
ELI STUDENT QUESTIONNAIRE 
LISTENIXG COMPREHENSIONZ X?D NOTE-TAKING NEEDS OF STlJDENTS AT 
TIE UXIVERSITY OF HAWAII AT MANOA 
ELI 
- 
Section 
- 
1. Are you a graduate or undergraduate student? 
What is your major? 
2. Have you ever taken classes for credit at an American or 
British university? - If so, what were your experiences 
in those classes? 
3. Put a "1" next to the situation that you are most often 
in (or expect to be in). Put a "2" next to your second 
most cormnon siixation (or expected situation). 
- lecture class in a large lecture hall (100% teacher 
talk) 
- 1ect;re class in a large lecture hall (100% teacher 
talk lus lab for questions and discussions con- 
cerning ecture.) 
- 
% 
classroom with 15-30 students (approximately 7572 
teacher lecture and 25% class discussion) 
- classroom with 15-30 students (approximately 25% 
teacher lecture and 75% student discussion) 
- seminar (fewer than 15 people) (100% class discussion) 
- 
Other 
4. Which listening and note-taking situation is most difficult 
for you? 
..- 
- listening to a lecture in a large lecture hall and 
taking notes 
- listening to a lecture in a classroom (15-30 students) 
and taking notes. Some opportunity for student 
questions and small amount of discussion. 
- listening to a c1assroor.n discussion (mainly student 
participation) and taking notes. 
- 
Other 
is .the situation you chose most difficult for you? 
5. ?ut  a check next t o  those s k i l l s  t ha t  you think you need. I 
Put a " l" ,  "Z" ,  "3", and "4" next t o  the four most -important 
s k i l l s  fo r  you ( i n  tha t  order--"11', being- most important). 
- Hearing the maia idea of shor t  t a lks  (5-10 min.) without 
note-taking. 
- Hearing the main ideas of long t a lk s  (20+ min.) without 
note- t a k h g .  
- Understandkg everyday conversational English. 
- Underszanding speech where the speaker i s  not  present 
(movies, tapes,  radio,  e t c . )  
- D i f f e r e n t i a t h g  between main points  and l e s s  important points .  
Following the speaker 's system of presentation and 
- 
organization. 
- Understanding d i f fe ren t  speakers (accents,  speed of 
presentat ion) .  
- Understanding vocabulary and idioms. 
- Understanding s t a t i s t i c s  and wri t in?  them down. 
- Listening t o  and par t i c ipa t ing  i n  d~scuss ions  without 
note-taking. 
- Finding the key words t o  note down during shor t  t a lks  (5-10 min.) . 
- Finding the key words to note down during long ta lks  (20+ min.). . 
- Organizing i deas ' i n to  well-written notes.  
- Listening, note- taking, and par t i c ipa t ing  a t  the same time 
- Learning tes t- taking s k i l l s .  
- Learning how to  po l i t e ly  in te r rup t  speakers i n  order t o  
ask them to  go over a point  o r  t o  make a point c lea re r .  
- Learning t o  r a i s e  questions or present ideas t ha t  s t a r t  
and contribute t o  c lass  discussions. 
Learning to give organized presentat ions.  
- 
Other 
6 .  With a 5-10 m?Lnute l ec tu re ,  can you now: 
get  the main idea? - 
d i f f e r en t i a t e  between main ideas and d e t a i l s ?  - 
organize these ideas i n to  useful notes? - 
7 .  With a 20 minute o r  longer l e c tu re ,  can you now: 
get the main idea? - 
d i f f e r en t i a t e  bezween main ideas and d e t a i l s ?  - 
organize these ideas i n to  useful  notes? - 
8. With a c lass  +Lscussion, can you now: I 
follow the =in ideas t ha t  people a re  presenting? - 
I 
d i f f e r en t i a t e  between main ideas and d e t a i l s ?  - 
organize those ideas in to  useful notes? - 
9 .  Below are  a l i s t  of possible problems concerning the  
speaker tha t  you might have when l i s t en ing  t o  lec tures  
i n  English. Check how of ten  you have & problem. 
How of ten  do you have t n i s  
-4 
I problem? 
Always pften ~Occas~ona l ly  1 Rarely 1 Never 
I I 
4 .  Speaker t a lk s  
too f a s t .  
3.  Speaker's hand- 
wri t ing on 
blackboard i s  
unclear.  
2 .  Speaker speaks 
too low or  
pronounces 
unclearly.  
I .  Speaker t a lk s  
i n  an unfamiliar 
accent. 
E. Speaker's log ic  
and organization 
of the l ec tu re  
i s  unclear. 
F. Speaker doesn: t 
make c lear  what 
points  a re  impor- 
tan t  and what 
points  a re  
G .  Speaker uses a 
l o t  of unfamiliar 
vocabulary and 
idioms 
1 
H. Speaker seems to  
get  off topic  
too often I 
HOW often do you have t h i s  problem? 
Always @Â£te ~ c c a s i o n a l l y  Rarely 
I. Speaker doesn' t 
~ i v e  me time 
a- 
t o  think about 
what I have 
heard. 
J .  Speaker t r i e s  
t o  cover too 
much subject  
matter.  
K. Other 
problems? - 
Never . 
I 
I 
10. Below are  a l i s t  of problem concerning note-taking t ha t  
you may have when l i s t en ing  t o  lec tures  i n  English. 
how of ten  you have 6 problem. 
Never HOW often do you have chis problem? Always Often Occasiona~ly 
A. I wri te  too 
mch .  
B. I miss a l o t  
of the l ec tu re  
because I am 
writ ing while 
the  teacher 
i s  ta lk ing.  . 
C. I wrLte too 
l i t t l e  and 
don' t  wr i te  
major ~ o i n t s .  
D. i can' t under- 
stand what i s  
important t o  
note and what 
i s  l e s s  impor- 
tan t  t o  note.  
Rarely 
Always 1 Orcen 1 Occasionally IRareiyI Never 
I I I I I 
E.  I can' t 
un
der- 
stand my notes 
a week l a t e r .  
F.  Other problems I I I 
11. What help with l ec tu re  comprehension and note-taking do 
you hope t o  gain through t h i s  course? 
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